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ABSTRACT 
THE LIBERAL IMPULSE IN AMERICAN SCHOOLING: 
THREE HISTORICAL CASE STUDIES 
MAY 2003 
JAMES H. NEHRING, B.A., UNIVERSITY OF VIRGINIA 
M.A.T., BROWN UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Associate Professor Linda L. Griffin 
Although democracy demands a pedagogy that provokes 
students to think independently (termed "liberal"), the 
dominant pedagogy in American schooling relies heavily on 
drill, memorization, and recitation. The purpose of this 
study is to shed light on two interrelated questions: 1) 
Why does a liberal pedagogy fail to gain ascendancy in 
American schooling? And 2) Why does a liberal pedagogy, 
despite its historical failure to enter the mainstream, 
keep coming back at all? The study begins by establishing 
a definition for liberal pedagogy by tracing its historical 
roots in selected figures and movements such as Jean 
Jacques Rousseau, Friedrich Froebel, Francis W. Parker, the 
Thirty Schools of the Progressive Education Association's 
Vll 
Eight Year Study, and the Coalition of Essential Schools 
founded by Theodore R. Sizer. The study next examines 
three schools in the Boston area that exhibit a liberal 
pedagogy: The Temple School founded by Bronson Alcott in 
the 1830s, The Quincy Public Schools superintended by 
Francis W. Parker in the 1870s, and the Beaver Country Day 
School founded in 1920. A narrative of each school is 
presented based on mainly on archival research. Next, a 
cross-school comparison is made based on a set of 
analytical questions. Patterns and themes that emerge from 
the comparison constitute several findings, among them: 1) 
Though often labeled as "experimental" or "new," schools 
driven by a liberal pedagogy are heirs to a tradition that 
is centuries old; 2) when institutional support is linked 
to school mission, the odds for success over the long term 
are greatly enhanced; 3) Urban-industrial culture, as the 
primary shaping force in American schooling for the last 
150 years, has worked against the viability of schools with 
a liberal pedagogy; 4)Liberal schools have largely failed 
to expand their influence beyond the upper class; 5) 
Successful liberal schools must balance the tension between 
institutional permanence and educational performance; 6) 
Schooling for a democratic society necessarily includes 
vm 
commitments to both liberal pedagogy and inclusion of all 
children. 
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CHAPTER 1 
INTRODUCTION 
An English visitor to the United States writes of his 
extensive observations in American schools: 
It seemed to me that an undue proportion 
of what was learned was learned by heart, 
and that even the oral exercises which 
were supposed to be spontaneous were too 
much alike, and conformed too often to 
certain conventional patterns which were 
in constant use in the schools. What is 
oddly called 'memorizing' is a very 
favorite exercise; but it is often 
confined to the reproduction of scraps of 
information or short passages from text 
books. (1) 
These words signal a theme repeated in many reports on the 
state of American schooling: too much drill and 
recitation, too little encouragement of original thought 
and creative exploration. Another scholar, imagining a 
new direction that drill-weary schools might take suggests, 
as if in response: 
The newer concept of learning holds that a 
human being develops through doing those 
things which have meaning to him; that the 
doing involves the whole person in all 
aspects of his being. And that growth 
takes place as each experience leads to 
greater understanding and more intelligent 
reaction to new situations... (2) 
1 
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These words, too, signal a frequently invoked theme in 
American schooling: there is a new way that is somehow 
faithful to authentic human experience. 
What is striking about these two related observations 
is certainly not their originality-one could quickly locate 
a dozen blue ribbon reports from the last ten years saying 
basically the same things. Rather, what is especially 
interesting about them is that the first was penned in 1890 
and the second is part of a major study released in 1941. 
They, like so many critiques of American education, whether 
from the last ten years or the last two hundred, maintain 
that drill and recitation represent an "old" way and 
creative exploration something "new." If, however, writers 
have been labeling them as "old" and "new" for centuries, 
then neither is particularly newer nor older. Rather, each 
represents a tradition, distinguished not by age but by its 
underlying values. If that tradition characterized by 
creative exploration is repeatedly regarded as "new," 
perhaps it is only because it is always struggling for 
ascendancy against the other, more dominant tradition. In 
this struggle, dominance is thus persistently mistaken for 
age, and, clearly, the tradition of "drill and recitation" 
has dominated American school practice. 
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Statement of the Problem 
If the people in our democracy are to rule, then they 
must be fit to rule. Each citizen must be able to think 
for him or herself, to weigh the merits of opposing views, 
to judge. Each citizen must be practiced in public 
engagement and confident in the power of his or her own 
voice. The dominant pedagogy must be one primarily that 
provokes, that incites the pupil to rise to the 
intellectual taunts and challenges placed before him or 
her. But if the dominant pedagogy in our nation's schools 
is, as observers regularly note, a meager diet of drill and 
recitation, then our quality of civic life, and, 
ultimately, our democracy will slowly starve to death. 
On the other hand, if our democracy is to be nourished 
by its schools, then the dominant pedagogy must provoke the 
young to think for themselves and become practiced in all 
those qualities a democracy demands of its citizens. 
Interestingly, this sort of pedagogy, signaled by the 
second observer above, appears again and again on the 
American educational scene, but usually disappears just as 
it seems to be gaining a solid foothold. It is hugely 
ironic that a pedagogy friendly to the ends of democracy (I 
% 
% 
will call it "liberal") should struggle for a place at the 
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table, while a pedagogy so counter to democracy remains so 
fully in control. It is also interesting that while a 
liberal pedagogy often appears only to shortly disappear, 
it refuses to permanently go away. Curiously, it 
continually reappears, generation after generation. 
The purpose of this study is to shed light on these 
two interrelated questions: 
1. Why does a liberal pedagogy fail to gain ascendancy 
in American schooling? 
2. Why does a liberal pedagogy, despite its repeated 
failure to enter the mainstream, keep coming back at all? 
Approach 
This study begins by establishing a definition for 
liberal pedagogy by reaching into history, going back for 
examples to Rousseau. In his Emile, Rousseau describes a 
kind of education aimed toward independent thought in order 
to equip his young aristocratic pupil for the _rigors of 
leadership. It is wholly appropriate, that our search for 
a definition should begin there, since, in a democracy, all 
should be educated toward independent thought, all should 
be educated to rule. Our historical review proceeds 
through generations following Rousseau, identifying 
% 
European torchbearers of the liberal flame, then crossing 
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the Atlantic as American educators draw inspiration from 
European sources. It also examines the flaws inherent in 
successive efforts to bring liberal ideals to education. 
Having defined liberal pedagogy from an historical 
standpoint, this study next examines the questions posed 
above. This study proceeds as a series of case studies of 
three schools set in three different time periods. By 
focusing narrowly on individual schools, the study 
illuminates in very specific detail the actions and beliefs 
of individuals and local opportunities that bring a 
pedagogy into practice and sustain it, or block a school's 
development and erode its substance. In each case, the 
study connects local persons and events to the larger 
cultural/historical context. One may, thus, gesture toward 
broader generalizations. 
By comparing the stories of the three schools, each 
separated from the next by a span of about fifty years, one 
can entertain patterns in American culture that transcend 
historical contingencies. What is similar among the 
stories of these schools separated by fifty, a hundred, or 
even a hundred-fifty years? If similarities can be 
detected across such great gulfs of time, then likely 
something has been exposed which lies deeply embedded in 
American culture, something that could cast broad 
illumination on related events today. 
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Three Schools 
Why study schools, as opposed, say, to representative 
movements or individuals? The short answer is, schools are 
where the students are. If a child's intellectual 
curiosity is nurtured or snuffed out as a result of our 
educational system, it will happen in the school he or she 
attends (or because he or she is unable to attend it), not 
in the life of the charismatic principal who leads the 
school or the social movement that spawns it, or the 
legislation that kills it. While all of those forces play 
a role, the point of their impact is the school, and the 
measure of their influence, the lives of children who 
either attend it or are stopped at its door. Sadly, the 
historical record mostly denies us direct access to the 
voices of children. In the studies that follow, it is the 
life of the school and often the actions of its founders 
that serve as the lens through which experiences of the 
children are viewed. Nonetheless, it is ultimately the 
child's experience which is the purpose, if not always the 
focus, of this study. 
Why study schools as opposed to, say, the lives of 
children outside of schools? There is much to be learned 
about the way a culture educates its children by looking at 
the full range of institutions and practices that surround 
children, the school being just one. At the same time, 
schooling, that institution where childhood and formal 
education meet, deserves special attention for at least 
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three reasons: 1) the resources that society devotes to 
schools; 2) the amount of time that children spend in 
them; and 3)the possibilities for a school to be 
deliberately designed to create particular, intended 
experiences for children. Schools serve, therefore, as the 
focus for this particular study. 
The schools in this study are all located in Boston 
and nearby communities. Choosing schools rooted to the 
same locale narrows somewhat the range of cultural factors 
that come into play in an examination of their differences. 
The choice of Boston as opposed to any other metro area is 
more pragmatic. It's where the author lives. 
Given the time span of nearly 200 years, there are 
numerous schools in the Boston area from which one might 
choose. The three schools to be described further down 
have been chosen because they meet certain criteria: 
1. The school exhibits by all accounts a commitment in 
belief and practice to a liberal pedagogy. 
2. The school's history is well-documented, making an 
historical examination possible. 
3. The school stood at the edge of the educational and 
cultural mainstream and represented the best 
possibility for a school of its generation, possessing 
a liberal pedagogy, to enter in to that mainstream. 
As the field of research narrows to just a few 
schools, the questions narrow, also: 
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1. What are the forces that allow a liberal pedagogy to 
take hold? 
2. What are the forces that tend to erode a liberal 
pedagogy? 
3. In what ways has a liberal pedagogy itself 
contributed to its longevity in a given situation or 
contributed to its fragility? 
4. How do the various forces that act on the longevity 
of a liberal pedagogy weigh separately and in 
relation to one another? 
The three schools of this study are as follows: 
1. The Temple School, Boston, MA 1834-1837. Bronson 
Alcott, who became a prominent figure in the American 
Transcendentalist movement established a small school in 
Boston in 1834 in which he enrolled some forty children of 
the city's elite families. The school's well documented 
history and distinct commitment to a liberal pedagogy 
recommend it well for this study. Its ties to the Boston 
intelligentsia of the day place it culturally "in a position 
to have influenced the educational mainstream. The fact 
that it figuratively blew up in a spectacular way after 
just four years vividly dramatizes some of the forces that 
work against a liberal pedagogy. The admission of a 
single African-American pupil in connection with the 
school's decline also may-shed light on the issues of 
8 
social justice largely ignored by the school's broader 
history. 
2. The Quincy Public Schools (6 schools in one town), 
Quincy, MA 1875-1880. Francis W. Parker, a Civil War hero 
and school man, was inspired by German educator Friedrich 
Froebel's work and was influenced by American popularizers 
of Froebel's kindergarten. Hired as superintendent of the 
Quincy schools in 1875, Parker quickly set in motion a 
local movement that enjoyed popular success well beyond his 
tenure in Quincy which came to an end in 1880. 
Interestingly, as his work gained national attention, the 
wider popular interpretation of the Quincy school changes 
under his leadership turned either reductive or dismissive. 
Striking also is the fact that Quincy, at the time of 
Parker's superintendency, was a working class community 
made up mainly of the families of Italian immigrant stone 
cutters. That a liberal pedagogy thrived even for a short 
while in a working class context defies the broader pattern 
of social privilege connected 
with the liberal tradition. 
3. The Beaver Country Day School, 1933-1941, Chestnut 
Hill, Massachusetts. Founded by area parents in 1920 and 
grounded in the educational principles of John Dewey, 
Beaver Country Day School enlisted as one of thirty schools 
nationwide in the Eight Year Study (1933-41) of the 
Progressive Education Association. This school emerged as 
one of the most "innovative" of the PEA study, has survived 
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over the decades, and continues today to proclaim itself as 
a progressive institution, and therefore recommends itself 
well for this study. The fact that it was in its early 
years a school for girls establishes an interesting 
intersection between liberal pedagogy and female education. 
That the school's pupils were almost entirely from elite 
Boston families raises some interesting questions about the 
place of class and race in its story. 
Sources 
This study relies chiefly on a blend of primary 
sources, published materials contemporary to the school 
under examination, and subsequent scholarly work. For 
example, the Temple School study leans heavily on the 
journals of Bronson Alcott, the journals of his assistant, 
Elizabeth Peabody, books published by Bronson Alcott, 
articles from the Boston newspapers of the day, nineteenth 
century education journals, as well as scholarly works 
about Bronson Alcott and Boston in the 1830s. The Quincy 
and Beaver Country Day case studies rely on archival 
materials, published materials of the day, and subsequent 
scholarly work. The Crane Memorial Library in Quincy 
(Quincy's public library) holds an excellent local history 
collection. Beaver Country Day School, too, possesses a 
partly organized archive of materials dating to the 
school's founding in 1920» For a full list of sources, see 
The Bibliography. 
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Analysis 
Based on reading and analysis of these sources, the 
study proceeds with a narrative for each school, a telling- 
of-the-story. To build trustworthiness into these 
narratives, findings among sources are triangulated 
whenever possible, looking for both agreement (to ensure 
reliability in the narratives) and outliers that suggest a 
hidden complexity that merits further investigation. 
After presenting the three narratives, one for each 
school, all three schools are compared, identifying 
patterns among them in their success and failure. In order 
to establish a sound basis for this comparison, a single 
set of questions is applied to all three schools. The 
questions are formulated to get at essential shaping forces 
in the life of a school, any school. A list of these 
questions follows: 
Analytical Questions 
1. What is the evidence in statement and practice 
of the school's commitment to educational 
liberalism? 
2. What is the governing board of the school? Who 
makes it up? What are their beliefs? What 
potential resources and liabilities do they 
bring to the democratic pedagogy of the school? 
To whom are they beholden for their positions? 
11 
3. Who is the head of the school? What are his/her 
beliefs? What power does he/she wield over the 
school? What limits his/her power? 
4. Who are the teachers? What are their beliefs? 
How are they selected? How do they teach? What 
roles do they play in the life of the school 
beyond the classroom? 
5. Who attends the school? How is attendance 
determined? 
6. How is the school funded? What factors might 
enhance or curtail funding? 
7. What governmental forces are in play in the 
school's life? 
8. What forces shape the public image of the 
school? How does the public image in turn shape 
the school? 
9. What are the broader historical circumstances in 
which the school is set? What are the times 
like economically (e.g. boom times, recession)? 
What is the temper of the times politically and 
culturally (e.g. conservative, liberal)? 
10. What are the school's institutional ties? What 
are the attachments to organizations, 
governmental entities, powerful individuals, 
that lend credibility and purpose? 
11. Does the school display a commitment to 
inclusiveness? How does its commitment or lack 
thereof foster or corrode its liberal pedagogy? 
In applying these questions to the case studies, each 
case study is analyzed and passages flagged (literally with 
post-it notes) that speak to each question. These passages 
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are then compared both within each case study and across 
case studies in a question-by-question analysis that 
appears as chapter six of this study. 
Overall, analysis in this study occurs consecutively 
at two levels: case study and cross-case study comparison. 
The first level of analysis occurs in the organization of 
archival materials, other primary sources, and crucial 
secondary sources for each case study. These materials are 
arranged chronologically and reviewed for categories both 
within a time period and across time periods. Further 
review, elicits themes that run throughout. Categories (of 
events, persons, places) form the basis of narrative for 
each case study, flowing chronologically. Themes (e.g., 
"emerging industrialization," "conflict with Unitarian 
clergy7' ) provide meaning for the narrative and constitute 
the interpretive statements that appear throughout each 
narrative and provide shape and substance to each narrative 
beyond mere chronological description. 
The second level of analysis is a comparison of all 
three case studies. The analytical questions listed above 
form categories used to code material in the narratives 
with numbered post-it notes as described above. Further 
analysis presents this second level of cross-case study 
% 
% 
comparison. (3) 
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Findings 
After all three schools are compared on the basis of 
the analysis questions, the study offers a set of findings 
suggested by the analysis and, in so doing, returns to the 
questions about the viability of a liberal pedagogy 
identified earlier which lie at the heart of this work. 
What are the forces that have worked for and against the 
liberal tradition in American Schooling? What are the 
implications for today? 
Limitations of this Study 
This study is not broadly based. That is, it does not 
draw material from a large number of schools. The study 
also does not attempt to quantify material statistically. 
Patterns emerge not from large quantities of statistical 
information but from patterns discerned in the sources and 
narratives. 
Rather than relying mainly on breadth of scope, 
numbers, and scientific method, this study relies on depth 
of focus, historical texts, and hermeneutics. It, 
therefore, situates itself more in the tradition of the 
humanities than the tradition of the social sciences. 
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A note about citations: 
I have chosen to adhere to the style sheet of the 
History of,Education Quarterly which conforms closely to 
the Chicago Manual of Style, 14th ed. (Chicago, 1993). This 
approach seems better suited to historical research than 
the American Psychological Association (APA) format due to 
the often obscure and/or anomalous nature of many citations 
used in historical research and the explanations sometimes 
required for citations. 
Footnotes 
1. Fitch, Joshua G. Notes on American Schools and 
Training Colleges (London, 1890) cited in Sol Cohen, 
Education in the United States: a documentary history, 
Vol. 2 pp. 963-964. New York: Random House, 1974. 
2. Aiken, W. (1942) . The story of the eight year study 
with conclusions and recommendations. New York: 
Harper and Brothers. 
3. Rossman, Gretchen B. unpublished manuscript, "Chapter 
Ten: Analyzing and Interpreting Data." This work was 
consulted for the description of analytical methods 
used in this study. 
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CHAPTER 2 
DEFINITIONS AND REVIEW OF THE HISTORY OF LIBERAL PEDAGOGY 
This chapter provides a frame and historical context 
for this study. First, I will define key terms including 
"liberal," "progressive," "educational liberalism," and 
"liberal pedagogy." Next, I will define related terms such 
as "liberal arts," and "liberal education." Then, I will 
attempt to paint with broad strokes the history of the 
liberal idea in modern Western schooling by looking at 
several key persons and movements from Rousseau to the 
present. The history is, itself, an extended definition of 
"liberal pedagogy," tracing the origins and applications of 
the idea over several centuries. This chapter is important, 
also, for creating a context for the case study narratives 
which follow it. 
Definition of Key Terms 
"Liberal" is a complicated word. It has multiple 
meanings, appears in multiple contexts, and is layered with 
many subtle and shifting connotations. Related words such 
as "liberal arts," and "liberal education" add to the 
complexity. "Progressive" is similarly complex. All these 
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terms are central to this study and all beg for 
clarification. Therefore, this chapter begins with some 
definitions for the purposes of the work ahead. 
"Liberal" has essentially to do with freedom, as with 
liberation. The root of both words is the Latin liber 
meaning free. In the political realm, judging by the 
earliest citations given in the Oxford English Dictionary, 
liberal came into use in England during the 1800s to signify 
individuals who tended to favor constitutional change and 
reform and the advancement of civil liberties. They were 
contrasted with "conservatives" who supported monarchical 
and autocratic power. This definition, as a political term, 
has remained fairly stable over the years and today 
continues to refer to those who favor change and reform in 
government in the direction of greater freedom and equality. 
Over the same time period, however, liberalism's preferred 
economic system has evolved from laissez faire capitalism to 
a mixed or socialist economy. Of course, others today, 
besides liberals lay claim to the defense of freedom. In 
modern liberal ideology, freedom is protected by publicly 
assured rights and a public provision for basic needs, where 
a contemporary conservative view would see freedom as the 
withdrawal of public supports for the welfare of individuals 
and the protection of commercial freedom— freedom from 
% 
government regulation. 
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In education, the early use of "liberal" is a technical 
one referring to the "liberal arts," a specific curriculum 
dating to the middle ages consisting of a course of three 
lesser subjects (grammar, logic, and rhetoric) known as the 
trivium, and four greater subjects (arithmetic, geometry, 
music, and astronomy), the quadrivium. The study of these 
subjects, it was believed, would free the mind to greater 
powers and their study was therefore liberal in the sense of 
liberating. These subjects were also viewed as foundational 
to further university study and thus offered freedom by 
granting access to higher learning. A liberal education, a 
more general and later term, has come to mean an education 
in the liberal arts as opposed to more practical or 
technical training for a specific field of work. Thus a 
class distinction became connected with the term as is 
reflected in the OED definition: "pertaining to or suitable 
to persons of superior social station." (1) 
The work ahead uses the term "educational liberalism" 
and "liberal pedagogy." These terms lean heavily on the 
root meaning of liberal as freeing, but they do not imply 
the liberal arts or a liberal education as defined above. 
These terms do not imply a set curriculum as in the liberal 
arts nor do they necessarily participate in the classism of 
liberal education. Rather, educational liberalism is 
presented in this study as a western pedagogical tradition 
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with modern roots to Jean Jacques Rousseau. It is a 
pedagogy committed to exploration, discovery and self- 
expression as the chief means to nurturing an active, 
independent mind. In contrast to the liberal arts where 
there is a known body of knowledge which is figuratively 
poured into the learner's mind, educational liberalism draws 
on the ability of the learner to create meaning from 
experience and build up his or her own constellation of 
understandings about the world. The teacher, likewise, is 
less the informer and lecturer and more the guide and 
facilitator. 
Much of the work ahead intersects with historical 
events that draw on the word progressive. Progressive is 
from the Latin progressus, a going forward. (2) The modern 
use of progressive seems to have begun in the later 
nineteenth century as progressive became associated with the 
causes taken up by political liberals in England. 
Progressive became roughly synonymous with liberal as 
advocacy for political and social reform. In the United 
States, progressive took on a similar meaning and became the 
name of a movement and a political party in the late 
nineteenth and early twentieth centuries which advanced a 
range of social reforms aimed at countering the disastrous 
social impact of unregulated corporations and urban poverty. 
% 
As an outgrowth of the progressive social reform movement of 
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the early twentieth century, reformers in education came to 
be known as progressives as well. In the realm of 
education, in particular, the term progressive became quite 
confusing as, it seems, almost everyone adopted the label as 
their own. 
David Tyack in his seminal history of urban education 
in the United States (3) provides a taxonomy of educational 
progressives as they were understood in the early twentieth 
century adapted and summarized below: 
1) Administrative progressives. Administrative 
progressives were urban superintendents whose notion of 
reform was to impose a hierarchical, corporate-like 
organization on the school systems they superintended. 
Their primary goal was efficiency through external 
control as opposed to development of individual 
students. They were "progressive" in that they sought 
to reform inefficient and disorganized schools 
according to a "modern" corporate model. 
2) Libertarian or radical progressives. Libertarian or 
radical progressives sought to use schools to undermine 
the capitalistic system and create a new socialist 
social order. They sought to make schools conform to 
the trajectory of the individual child's growth, and 
they criticized the traditional school structure and 
curriculum for repressing individual expression. They 
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were "progressive" in that they sought to reform 
schools antithetical to the development of human 
potential into schools that would nurture critical 
thought and revolutionary action. 
3) Pedagogical progressives. Pedagogical progressives 
sought to translate John Dewey's ideas into classroom 
procedures. They spoke of the "project method" and the 
"activity curriculum." Tyack points out that the 
administrative progressives and pedagogical 
progressives could work in tandem as the pedagogically 
progressive teacher, focusing narrowly on classroom 
innovation, did not threaten the superintendent's 
organizational goals. Likewise, the institutional 
structure in which the pedagogical progressives might 
be nested seemed to matter little to them as their work 
was confined to the classroom. The pedagogical 
progressives were "progressive" in that they sought to 
reform classroom practice by making the pupil a more 
active participant. 
These three uses of the word progressive in connection 
with education are quite different from one another. Their 
connections to educational liberalism as the term is used 
here are complex. The urban progressives drew little on the 
legacy of educational liberalism. Their reforms were less 
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about pedagogy and more about organizational structure. 
Nonetheless, their thoughts about organizational structure 
carried profound implications for pedagogy. By advancing 
notions of corporate hierarchy within schools, urban 
superintendents undermined the democratic nature of 
educational liberalism. Teachers and pupils whose work is 
controlled by the central office are not free to explore the 
world on their own terms. In this way, the urban 
progressives actually worked against the core ideals of 
educational liberalism. 
In contrast, the radical and pedagogical progressives 
both represented a modern expression of the liberal legacy. 
Both sought to create conditions where the pupil might 
investigate, explore, and construct meaning for him or 
herself. At the same time, though, there is a significant 
difference between the radical and pedagogical progressives. 
The radical progressives' agenda was large, seeking a 
transformation of society through the transformation of 
individual pupils. The pedagogical progressives' agenda was 
much narrower, seeking only to apply the notion of 
investigation to classroom activities. While the radical 
progressives wanted their students to think critically about 
the society in which they lived, the pedagogical 
progressives were content to have their students develop 
% 
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critical thinking skills (without necessarily using them to 
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achieve social change). The radical progressives sought 
social justice for all. The pedagogical progressives sought 
a good education for the pupils in their classrooms. 
The split between the radical and pedagogical 
progressives forced educational liberalism to an interesting 
crossroads. Liberalism had always sided with reform on 
behalf of freedom but as the notion of freedom became 
complicated by issues of social justice for historically 
marginalized groups in the emerging political consciousness 
of the later nineteenth and early twentieth centuries, so 
liberalism/progressivism was forced to ask what exactly does 
a freeing pedagogy look like, and who is worthy to be set 
free by it? With these questions, liberals had to confront 
the classism, racism, and sexism that historically were 
often associated with liberalism, political or pedagogical. 
The work ahead looks into these questions as it considers 
the intertwining notions of liberalism, liberal pedagogy, 
social justice, education, and public education. 
History of Educational Liberalism 
The modern western history of educational liberalism is 
broad, and far more encompassing than we will attempt to 
take on here. Rather than seeking to be comprehensive, this 
section focuses on several representative expressions of the 
liberal impulse—both movements and persons-- that made a 
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significant impact either in their day or later. By tracing 
the legacy of educational liberalism from generation to 
generation, this section attempts to provide further 
definition for the term and some necessary historical 
context for the case studies that follow. The five 
representative expressions of the liberal impulse in 
schooling are as follows: Jean Jacques Rousseau's Emile; 
Friedrich Froebel and the American kindergarten movement; 
Francis Parker and the Quincy, Massachusetts public schools; 
The Eight Year Study of the Progressive Education 
Association; and the early years of the Coalition of 
Essential Schools. 
Conspicuous in their absence from this list are the 
significant intellectual forbears of the liberal pedagogy. 
John Locke, for instance, whose Second Essay on Human 
Understanding erased the mark of original sin, established 
sensory experience as the foundation of all knowledge, and 
thereby cut a path for liberal educators to follow. The 
peripheral treatment of important philosophers, such as 
Locke(and John Dewey) is in no way intended to deny or 
diminish their crucial role in the evolution of learning. 
Rather, as a matter of focus, this study centers on selected 
educators who brought liberal pedagogy directly to the 
learning of real children.. 
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Jean Jacques Rousseau's Emile 
Historically, all signs point to Jean Jacques Rousseau 
as the definer of the modern democratic ideal in education. 
Given the frequency with which his Emile (4) is cited as a 
reference point, Rousseau's fictional tome about the 
tutelage of a young aristocrat appears to be The Book that 
has catalyzed the imagination of democratic educators from 
Pestalozzi to Froebel to Parker to Dewey to Neill to people 
of our own times. As western philosophy over the last 2000 
years has been described as "footnotes" to Plato, so 
democratic educational thinkers over the last 200 years 
might be described as footnotes to Rousseau. A proper 
understanding of Rousseau, however, must acknowledge 
Rousseau's debt to John Locke who argued in his Essay 
Concerning the Human Understanding, that the mind, at birth, 
is a tabula rasa ready to be shaped solely by the imprint of 
sense experience. Locke's view, which obliterated the 
notion of original sin, powerfully influenced Rousseau and 
led to a conceptualization of learning that finds full 
expression in Emile. 
Though neither a practitioner nor an organizer of 
movements, Rousseau articulated a philosophical perspective 
that has resonated in each generation since. The tenets of 
educational liberalism emerge clearly, for perhaps the first 
time in modern history, from the text and are easily 
apparent in a sampling of excerpts. (See Table 1 below.) 
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Table 1: Tenets of Educational Liberalism 
Tenet of Educational Liberalism Excerpt from Emils 
Nature, and humanity as its 
expression, is essentially good; if 
the individual is corrupt, it is 
because of society's meddling. 
"God makes all things good; man 
meddles with them and they become 
evil." (5) 
The role of teacher is not purveyor 
of information but guide, 
facilitator for the learner's 
process of discovery. 
"... I prefer to call the man who 
has this knowledge master rather 
than teacher, since it is a 
question of guidance rather than 
instruction. He must not give 
precepts, he must let the scholar 
find them out for himself." (6) 
It is in the nature of people to 
learn, we do so naturally. 
"Experience precedes instruction. 
Living and feeling creatures are 
always learning." (7) 
People are naturally intelligent, 
we create meaning and symbol 
systems without instruction by 
others. 
"To begin with, they [small 
children] have, so to say, a 
grammar of their own, whose rules 
and syntax are more general than 
our own." (8) 
Education is not preparation for 
life, it is life itself 
(— to quote John Dewey). 
"Of all the children who are born 
scarcely one half reach 
adolescence, and it is very likely 
your pupil will not live to be a 
man. What is to be thought, 
therefore, of that cruel education 
which sacrifices the present to an 
uncertain future...Love childhood, 
indulge its sports, its pleasures, 
its delightful instincts." (9) 
Formal education builds on what the 
child already knows working from 
the familiar and concrete and 
moving toward the remote and 
abstract. 
"His geography will begin with the 
town he lives in and his father's 
country house, then the places 
between them, the rivers near them, 
and then..." (10) Also, "Man's 
proper study is that of his 
relation to his environment." (11) 
Emile is likely the first modern work to give coherent 
expression to these ideals as they relate to child 
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development and education. The shadow he casts extends to 
present day school reformers. Educational liberals from 
Francis Parker to Paolo Freire draw heavily on these very 
notions. At the same time, it is sobering and useful to 
note that for all Rousseau's liberatory idealism, he was, in 
the eighteenth century, like we in the twenty-first, subject 
to the prejudices of his day: "The man should be strong and 
active; the woman should be weak and passive; the one must 
have both the power and the will; it is enough that the 
other should offer little resistance." (12) 
Rousseau's strong gender bias was countered a 
generation later by the work and writings of Mary 
Wollstonecraft. Her passion for social justice, in contrast 
to Rousseau's notable absence of social conscience, is an 
early indication of the split within the liberal tradition 
between those who advance a liberal pedagogy and those who 
advance a liberal pedagogy as part of a broader social 
agenda. Wollstonecraft, an Englishwoman who lived roughly a 
generation after Rousseau, took up the cause of equality in 
education and in society at large, including gender 
equality, in writings that directly responded to Rousseau 
and other contemporary authors. In Vindication of the 
Rights of Woman, she writes. 
If children are to be educated to understand the 
true principle of patriotism, their mother must be 
a patriot; and the love of mankind, from which an 
orderly train of virtues spring, can only be 
produced by considering the moral and civil 
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interest of mankind, but the education and 
situation of woman, at present shuts her out from 
such investigations." (13) 
She criticizes Rousseau's argument that society corrupts the 
individual by arguing that subjugation and hierarchy 
corrupts but that perfection lies in improving society by 
making people equal. "Rousseau exerts himself to prove 
that all was right originally; a crowd of authors that all 
is now right; and I that all will be right." (14) 
A strikingly early feminist and more, Wollstonecraft 
exposed early on the sexism and classism that was to become 
often associated with educational liberalism. Her answer to 
Rousseau prefigures radical educators of the twentieth 
century including Emma Goldman, George Counts, Paolo Friere, 
Ivan Illich, Samuel Bowles and Herbert Gintis. 
The split between Rousseau and Wollstonecraft also 
resembles the split between the pedagogical progressives and 
the radical progressives in the early twentieth century. It 
is an enduring difference between those interested 
exclusively in pedagogy and those interested more broadly in 
issues of social justice that a liberal pedagogy might 
beneficially address. 
If Rousseau defined modern liberalism in education, he 
as well set a standard for the persecution of liberal 
educators by the powers that be. In Rousseau's case those 
powers were the French clergy and crown. The clergy 
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jealously protected their flock's acceptance of original sin 
which Rousseau clearly rejects in Emile. They branded him a 
heretic and criminal. The crown, fearing the power of the 
clergy, burned his books and sent him into exile for eight 
years. 
Rousseau's crime was merely to suggest something. The 
crimes of later educators, who dared to open schools and 
launch movements, were even more egregious. 
Friedrich Froebel and the Beginning of the Kindergarten 
Movement 
The kindergarten movement, founded by German schoolman 
Friederich Froebel and popularized in the United States in 
the latter half of the nineteenth century, represents a 
significant popular expression of a modern liberal 
educational philosophy articulated first by Rousseau in 
Emile. The course of the kindergarten movement from 
Froebel's early experimental schools in Germany and 
Switzerland to widespread adoption in American public city 
school systems a hundred years later provides some useful 
insights into the fortunes of the liberal ideal. 
Friedrich Froebel (1782-1852) grew up in a strict, 
religious, German household. He attended university, was 
attracted to the ideas of Pestalozzi, and took on several 
tutoring/teaching positions in the course of his university 
education. In a different treatment, Pestalozzi might get 
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more attention than Froebel since so much of what Froebel 
offered was derived from Pestalozzi's ideas. The focus 
here is on Froebel because of the sweeping influence that 
his kindergarten ultimately had on the United States, though 
Pestalozzi is often cited by educational liberals and, in 
fact, inspired an important innovation in American teacher 
education in Oswego New York under the direction of Edward 
Sheldon. Nonetheless, it was Froebel's kindergarten that 
brought the idea of a liberal pedagogy pervasively to the 
United States. 
Drawn to Rousseau's romantic ideal, Froebel's early 
experiments were somewhat comic. First, he took three boys 
into the woods for an Emile-like tutelage. The relationships 
became claustrophobic and the experiment had to be 
abandoned. Braced by his naive failure, Froebel came to 
hold a more critical view of Rousseau's idealized student- 
teacher relationship but still held fundamentally to 
Rousseau's liberal educational assumptions. 
Froebel's next initiative was to open a school at 
Keilhau (Germany) grandly named The Universal German 
Educational Institute. He enrolled a grand total of five 
nephews as his pupils! Robert Downs (15) writes,."A 
fundamental idea with Froebel at Keilhau and later was that 
a child should not be treated as only receptive, but also, 
especially, as a creative being. He sought constantly to 
arouse the child's curiosity, to persuade him to ask 
questions, and to seek explanations." (16) Something about 
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Froebel's approach to learning also aroused local 
opposition. Complaints were made to the authorities and a 
Prussian inspection team came for a visit. The inspectors, 
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however, impressed with what they found, declared the school 
sound and quietly recommended to Froebel that faculty and 
students might cut their hair to keep the locals from 
worrying! It's not clear whether this advice was followed. 
A series of events led Froebel next to Switzerland 
where a second school that he launched faced opposition as 
well. This time it came from the clergy and wealthy 
families. Downs does not make the reason for the opposition 
clear. Likely it had to do with Froebel's rejection of 
original sin and the implied threat to the social order such 
a position represented. In any case, Froebel reasoned the 
source of opposition lay in ignorance. He believed that if 
the locals really knew what went on at the school, they 
would not oppose it. He planned a day of public exhibition, 
and it went off well. The uproar subsided. Nonetheless a 
steady drumbeat of milder opposition continued on the 
grounds that Froebel's schooling was insubstantial. Downs 
writes, "It was also argued that Froebel's emphasis on play 
would produce loiterers and triflers and unfit the children 
for the school work to follow." (17) 
In Switzerland, Froebel's work with young pupils 
evolved into the notion of a kindergarten. Persuaded that 
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an appropriate foundation must be laid in the earliest 
years, Froebel added a department to his school for children 
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as young as age three. By 1836, when Froebel returned to 
Germany for reasons of his wife's ill health, the idea of a 
kindergarten was fully formed. He wrote, "As in a garden, 
under God's favor and by the care of a skilled, intelligent 
gardener, growing plants are cultivated in accordance with 
nature's law, so here in our child-garden, our kindergarten, 
shall the noblest of all growing things, men (that is 
children the germs and shoots of humanity) be cultivated in 
accordance with the laws of their own being, of God and of 
Nature." (18) Froebel carried his kindergarten concepts 
back to Germany and the idea began to catch on as Froebel 
published his ideas and lectured in German cities. 
Downs identifies several European precursors to 
Froebel's kindergartens. Robert Owen's New Lanark included 
an infant school as early as 1816, and, in Germany and 
France during the early nineteenth century, "creches" were 
established for the care of infants whose mothers had to 
work. (19) To some extent, the popularity of the 
kindergarten sprang from the practical need for child care 
in an era when mothers were trundling daily to factories and 
mills at the dawn of the industrial revolution. 
For reasons that Downs does not make clear, the 
Kindergarten movement, as it caught on, increasingly came to 
be viewed as a threat by the Prussian government, so much of 
a threat that in the revolutionary atmosphere of 1848, 
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kindergartens were banned! In 1851 an edict was issued by 
Karl von Raumer, Prussian Minister of Education: "... 
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Kindergarten is from a part of the Froebelian socialistic 
system, which is calculated to train the youth of the 
country to atheism, such schools and kindergartens cannot be 
suffered to exist." (20) In an effort to escape the edict, 
many Froebelians carried on kindergarten practices in their 
homes (since the edict outlawed schools and not the 
kindergarten practices per se). Others emigrated to the 
United States and established the basis for a kindergarten 
movement there. The German ban was not lifted until 1860 
under a new regime. 
The Kindergarten Movement in The United States 
Michael Shapiro in his Child's Garden: The Kindergarten 
Movement from Froebel to Dewey (21) tracks the fortunes of 
Froebel's idea as it transmogrified into an artifact of 
American culture. He begins by identifying several 
ideological streams flowing through the American imagination 
in the mid-nineteenth century. Calvinism, which was in 
decline, viewed the child as depraved. Evangelicalism, on 
the rise, saw the child as pre-disposed to evil but 
nonetheless perfectable. Lockean psychology viewed the 
child as a tabula rasa subject to the sense stimuli of his 
environment. Faculty psychology (rooted in Scottish Common 
Sense philosophy) viewed the mind as composed of multiple 
components, each of which is embryonic in the child. Except 
for strict Calvinism, which was in decline, all of these 
ideologies held open the possibility of directing a child's 
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development through deliberate effort, and, while not 
necessarily in alignment with a liberal educational cause, 
might allow one to take root. 
Early Attempts. Even before the introduction of the 
German kindergarten, American liberalism was already 
spawning schools. Bronson Alcott, for example, opened The 
Temple School in Boston, hired Elizabeth Peabody as his 
assistant (sister-in-law to Horace Mann and later 
kindergarten advocate). As it turns out, Calvinism was 
perhaps not quite so far in decline, as the Temple School 
was forced to close several years after its founding amidst 
charges that Alcott was obscene and heretical. Nonetheless, 
Alcott's school demonstrated that the impulse for a liberal 
education was present. When word of Froebel's kindergarten 
reached the United States, there was interest. 
The earliest events in the establishment of 
kindergartens in the United States were scattered and 
somewhat disconnected: 1) the first significant American 
publication of Froebel's work appeared in 1859 in The 
Christian Examiner. 2) Margarethe Schurz, recently 
emigrated from Germany to Wisconsin opened a Kindergarten as 
a way of preserving her German heritage (22) 3) Matilde 
Kriege, another German emigre opened kindergartens in New 
York City and Boston but struggled because of their 
identification as "German" (23) 4) Elizabeth Peabody 
helped establish a successful Kindergarten in New York City 
by nesting it in an already established female academy in 
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the wealthy Grammercy Park district (24) 
Several forces worked for the early success of 
Kindergartens. First, there was a ready labor pool of 
teachers during the later nineteenth century due to a 
lengthening interval between the end of childhood and 
marriage/ childrearing. (25) Second, wealthy American 
mothers showed interest in training for themselves so that 
they could instruct their own children or train their 
domestic staff in Kindergarten techniques. Third, 
Catherine Beecher promoted and popularized Kindergarten as a 
way of returning women to domesticity in an age when women 
were increasingly leaving home for industry. She also saw 
the Kindergarten as a way to train immigrant women 
"unschooled in domestic arts," and as a counter to the 
suffrage movement. (26) 
The kindergarten movement caught on as a conservative 
antidote to post -civil war social change, but it took a 
slight turn in Saint Louis when Superintendent William T. 
Harris adopted the Kindergarten as a means of bringing 
children into school at a younger age since, especially in 
poorer neighborhoods, they left school sooner (to work in 
factories). The first public Kindergarten in the United 
States was opened in 1873 in St. Louis under the leadership 
of teacher Susan Blow. Harris and Blow jointly fended off 
attacks. To the charge of "Germanizing," Harris made known 
his objection to the hiring of German teachers. To the 
charge of "mere play" Harris responded by articulating a 
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"theory of symbolic education" which posited the importance 
of careful training (not free play) for 4-6 year olds. The 
Kindergarten, wrote Susan Blow, "draws the higher ideal of a 
self realized in institutions over against the special self 
of the particular individual" (27) 
Harris and Blow managed to jointly fend off these 
nativist and puritanical attacks, but Harris left the St. 
Louis superintendency in 1880, and, by 1884, the 
Kindergarten program collapsed. 
The Kindergarten Takes Hold. Other forces were now at 
work establishing the Kindergarten in American soil. 
Several kindergarten exhibits at the Philadelphia Centennial 
Exposition received widespread press attention. Also, 
Milton Bradley began to manufacture a line of "kindergarten 
toys" to an emerging toy market in Post-war years. 
Bradley's line was a response to popular and clerical 
resistance to toys that merely amused. Bradley marketed the 
Kindergarten toys as "occupational material." (28) At the 
same time, Froebel's belief that sense education through the 
manipulation of objects must precede abstract activities 
such as reading was now coopted by American merchandising. 
Simultaneously, a free Kindergarten movement, led by 
reform-minded do-gooders sprang up in working class 
neighborhoods during the depression of 1873-77. Over 1000 
free Kindergartens were established during the 1880s. (29) 
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As kindergartens spread, Kindergarten leaders began to 
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shift their agenda from raising private philanthropic money 
to active lobbying for acceptance of Kindergartens into the 
big city public school systems. As their advocacy caught 
on, kindergartens came to be seen as a panacea for the 
corruption of public schools and the ills of slum living. 
In city after city, blue ribbon commissions recommended 
adoption of kindergartens by the public school system as 
part of an overall school reform plan. (30) Kindergarten 
enrollment quadrupled during the 1880s from 31,227 to 143, 
720. (31) The National Kindergarten Association was formed 
in 1909 to give a broader platform for the city-based 
movements. US commissioner of Education P.P. Claxton was 
sympathetic to the cause and opened a Division for 
Kindergarten Education within the Federal Bureau. 
Networking with the NEA was active and effective as well. 
(32) In 1910, Philadelphia counted 271 public kindergartens; 
Boston, 143; Los Angeles, 137; Pittsburgh, 100. (33) The 
Kindergarten was on its way to becoming a fixture of 
American public education. 
Success and Compromise. As the kindergarten caught on 
in The Unites States, its original mission was slowly being 
compromised. The 1890s saw a gradual decline of the 
(largely female) kindergarten director position as the 
kindergarten became absorbed into the (largely male) 
administrative hierarchy of public systems (34) The home 
visit component declined with the creation of double 
sessions. Also, most kindergarten assistants were 
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eliminated, and the autonomy of the kindergarten teacher was 
sharply curtailed. (35) Kindergarten teachers increasingly 
became socialized into the teacher "profession" by 
elementary teachers who emphasized classroom order and 
discipline over free play. 
Froebel's kindergarten was buffeted and re-shaped by a 
variety of forces over the course of its career from the 
German countryside to American city schools. Throughout its 
history the kindergarten faced popular skepticism to its 
free-wheeling ways. First, German peasants brought in the 
Prussian inspectors; next, wealthy families in Switzerland 
raised doubts; then middle class of 19th century St. Louis 
found the kindergarten "too loose;" and American elementary 
school teachers at the beginning of the twentieth century 
found the kindergarten too unstructured. To popular unease 
with the notion of free play was added the more serious fear 
that keepers of the social order felt the kindergarten 
represented. The Prussian government was right to ban 
kindergartens if they wished to keep an intellectually 
powerful education out of reach of the working classes, just 
as the King of France and powerful French clergy rightly 
feared Rousseau's ideas. 
Conversely, the wealthy classes at times saw the value 
of appropriating the kindergarten for their own benefit. 
The experience of Peabody and others in winning kindergarten 
converts among wealthy American mothers who sought the best 
for their own children is one such example. Parents want 
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what is best for their children. The rich can afford it. 
Nineteenth century reformers recognized the power of 
kindergarten too and sought to extend its benefits to the 
working classes by establishing free kindergartens in 
working class neighborhoods. 
The kindergarten was also used as a means of preserving 
the social order. Catherine Beecher's accolades for the 
kindergarten sprang from a desire to return women from the 
factories and polling places to a life of domesticity. The 
success of the kindergarten in St. Louis sprang as much from 
the need for day care among working-class mothers and early 
school-leaving for their children to join them in the 
factories as it did from Harris' high sounding theory. 
Popular opinion about the kindergarten was manipulated 
in a variety of ways by a variety of groups to forward their 
own agenda: the church branded kindergarten advocates as 
heretics, the Prussian government branded kindergarten 
advocates atheists and socialists, Milton Bradley sold its 
line of kindergarten toys as "occupational material." And 
William Harris, needing popular support for the biggest 
initiative of his St. Louis Superintendency played on 
popular concerns through ethnic baiting and disingenuous 
distancing from the kindergarten advocates who first 
introduced him to the movement. 
As the kindergarten gained public support in city 
school systems around the turn of the century, it did so at 
a high cost to its ideals. This high cost is evident in the 
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many crucial features of the kindergarten that were lost as 
big city superintendents took over. Increasingly, 
kindergarten teachers became socialized into a teaching 
"profession" by elementary teachers who had always been 
uneasy with the "free play" of the kindergarten movement and 
emphasized order and discipline. 
In the end, the kindergarten took on the qualities of 
the existing graded classrooms characterized by order, 
discipline, and rote learning. The kindergarten provided 
free day care for mothers who could join the labor force, 
and it helped justify early school-leaving for children 
whose labor was needed in the factories and mills. At the 
same time it retained its ethos of "play" (even if the 
substance was diminished) and established, at least at the 
entry level, a different sort of expectation for what 
schooling should be about, something slightly more 
liberating than the diet of rote learning that the rest of 
the grades represented. 
Francis W. Parker 
Francis Wayland Parker (1837-1902) began his career as 
a New England school teacher. As a Union soldier in the 
Civil War he rose to the rank of Colonel, suffered a war 
wound, was hailed as a hero, and returned to new Hampshire 
with career opportunities aplenty. To the surprise of many, 
he chose schooling as his path. A series of principalships 
in New Hampshire and Ohio, followed by study at the 
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University of Berlin, led him to the superintendency of the 
Quincy, MA, Schools. There, under the political protection 
of School Committee President Charles Adams (grandson of 
President John Quincy Adams), Parker introduced highly 
unconventional instructional practices which won him 
national attention in education circles of his day. From 
Quincy he moved to the position of Supervisor of the Boston 
Primary Schools and then to Principal of the Cook County 
Normal School in Chicago. From his posts in Quincy, Boston, 
and Chicago evolved a coherent approach to common school 
education that served as a clear and even strident 
antithesis to prevailing industrial model of the era. 
Parker's nascent educational philosophy found 
practical expression during his tenure as 
superintendent of the Quincy schools. Jack Campbell, 
in his carefully researched 1967 biography of Parker, 
writes: 
"The old course of study had been discarded. 
Starting at the lowest level, some features of 
the kindergarten were to be introduced... Spelling 
was taught through exercises in writing rather 
than through what Parker called 'numberless 
exercises" and 'common recitation'... Arithmetic 
was also overhauled. Meaningless numbers were as 
bad to Parker as meaningless words. He observed 
that through the old methods of teaching 
arithmetic a majority of grammar students, even 
high school students, could not solve a simple 
mathematical problem. he also observed that an 
'intelligent stone worker' in Quincy could teach 
his son to measure a stone in a few months. 
Arithmetic, he believed, should be taught in the 
same way, be teaching' on e definite thing at a 
time, and teaching 'things' with figures as their 
representatives. 
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Parker was reversing the logic of proceeding 
from rules and definitions to the problems... 
Beyond the three R's, geography had a special 
fascination for Parker. Opposed to the textbook 
catechism of questions and answers about the 
earth, he insisted on field trips where he could 
direct the children in making sketches and mud 
models of what they saw." (37) 
From the Quincy experience, Parker began to develop a 
coherent philosophy that was recorded in a series of 
lectures delivered at a teacher's institute held on Martha's 
Vineyard during the summer months of 1882, shortly after he 
left the Quincy schools to become a supervisor in the Boston 
City School system. The lectures at Martha's Vineyard were 
recorded by a devotee who later offered them to Parker for 
revision in anticipation of publication. The Notes of Talks 
on Teaching reported by Lelia E. Patridge (38) comprises one 
of just two major works produced by Parker over the length 
of his career. 
The second work dates from a period ten years later. 
Following an acclaimed superintendency in Quincy, Parker 
took a position as supervisor in the Boston schools. 
Responsible for the supervision of the city's elementary 
schools, Parker found himself embroiled in an internecine 
struggle within the school system's administrative 
bureaucracy, the origins of which predated his arrival. 
After two years, he was clearly frustrated by his inability 
to influence the system from the position he occupied, and 
when an offer to lead the Cook County normal school was 
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tendered, he saw it as a post in which he could act freely 
and influentially. His long tenure there (from 1882- 1899), 
working with teachers-in-training and an associated 
demonstration school, saw the flowering of his philosophy of 
education centered on what he began to call the "Theory of 
Concentration." His Talks on Pedagogics (39) was published 
in 1894 and was based on a series of lectures first 
delivered in July, 1891, at a teachers' retreat in 
Chautauqua, New York. 
In his later years, Parker made the acquaintance of 
John Dewey. When Dewey arrived in Chicago from the 
University of Michigan to become head professor of 
philosophy at the (barely two year old) University of 
Chicago, Parker was already an established personage in the 
Chicago area. Several years later, Dewey came to Parker's 
assistance when a political conflict, simmering for years, 
came to a rolling boil. The decisive moment in this 
conflict came with the Cook County Board of Commissioners 
refusing funding for the Normal School that Parker headed. 
At this point, Dewey became instrumental in helping move the 
normal school to Chicago where it was renamed The Chicago 
Institute. With the move, Parker and Dewey became 
collaborators in an interlocking network of educational 
institutions. Darnell Rucker, writing in 1969 in his book, 
The Chicago Pragmatists, notes, "Thus in 1901, the 
University [of Chicago] had a Department of Pedagogy and a 
Laboratory School under Dewey, a School of Education (as the 
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Institute came to be called) and an elementary school under 
Parker." (40) 
Between Parker and Dewey there was great mutual 
respect. Dewey sent his children to Parker's normal school 
when the family had first arrived in Chicago, and Parker 
used Dewey's The School and Society as a text at the Chicago 
Institute. Two years later, a further evolution of 
leadership roles led to the appointment of Parker as head of 
the University of Chicago's School of Education with Dewey 
continuing as head of the Department of Philosophy, 
Psychology, and Pedagogy. 
A year later in 1902, Parker died after experiencing a 
rapid decline in health. Though the exact cause of his 
death is unclear, he lingered, exhausted and mostly bed 
ridden for several months. The end came in March of 1902. 
Parker's Philosophy. Parker's philosophy emerges from 
his two major works and the biographical material 
surrounding them. What we may lift first from the earlier 
of Parker's two works is a web of ideas spun in clear 
dialectical opposition to the dominant educational views of 
the day. A sampling of excerpts from Notes of Talks to 
Teachers is illuminating. (See Table 2 below.) 
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Table 2: Francis W. Parker's Pedagogy 
Prevailing Practice of 
the Day 
Parker's Response 
The drill and recitation 
method 
"A Child has already learned to express 
thought orally, by means of five or six 
years' continual practice... 
Unfortunately, the beauty and strength of 
what the child has already gained is 
entirely ignored." (41) 
The alphabetic and 
phonic approach to 
reading instruction 
"The alphabet method is the best possible 
means of obstructing the mental action of 
the child in learning to read; too early 
phonic analysis the next. (42) 
The use of drill in rote 
pronunciation: 
"The elocutionists, by scores, reap a 
rich harvest from the bad teaching in 
primary schools, The trouble with the 
voices generally is, that the natural, 
easy, pleasant tone of the child are 
changed to harsh, unnatural utterances." 
(43) 
Harsh criticism of 
pupils 
"Never accept any careless work. Don't 
scold but let the work vanish under the 
sponge with quiet celerity, and have the 
child do it over." (44) 
Rote writing instruction "But the best result is not found in 
correct expression, but in the power to 
think." (45) 
teaching grammar early 
in a child's language 
development 
"... the old way of taking a sentence, 
that was made to express a beautiful 
thought, or behind which lies a grand 
picture: and mangling it by hard names, 
cutting it into minute pieces, hanging its 
mutilated remains as far away from the 
pupils mind as the bright stars in 
heaven." (46) 
Criticism of the 
inquiry-based approach 
"I have heard the objection made by 
teachers, when I have broached this 
cardinal doctrine of the New Education, 
that it takes too much time, to lead a 
child to discover everything for himself." 
(47) 
Criticism labeling 
Parker's approach as 
soft 
"One of the stale, old, often-repeated 
stock arguments is, that the methods used, 
are those of entertainment and pleasure; 
that the child must be trained to face the 
stern realities of life, by strict 
discipline and hard work." (48) 
Continued, next page. 
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Table 2, continued. 
Forceful discipline "If you [the teacher] can be teased, 
irritated, or made angry, they [the 
students] will find, for want of 
better things, the greatest pleasure 
in sticking pins (figurative) into 
the weak place of your moral 
anatomy. If you threaten, they take 
great delight in listening to your 
threats. If you scold, they will 
invent ways of perpetuating the 
process. But if they see in you, a 
quiet, unalterable determination to 
control them, softened and 
strengthened by a great love for 
children, in most cases, their 
surrender will be complete and 
permanent." (4 9)_ 
Behind each of Parker's assertions, which contrast so 
sharply with the drill and recitation of the day, stand both 
an epistemology and metaphysical anschauung that is firmly 
and deeply liberal. The "beauty and strength," "the 
natural, easy, and pleasant tone" of the child and other 
tropes that litter Parker's prose signal an unshakable 
belief in the essential goodness of the child, an 
unalterable assumption that with Rousseau (though perhaps 
unwittingly as we shall later explore) affirms the rightness 
of a child's natural inclinations and curiosity. 
Parker's later Talks on Pedagogics extends the 
educational positions staked out in his Notes to a more 
expansive, passionate, and philosophically encompassing 
discourse on the central role of education to philosophy 
writ large and to democratic society. 
Parker's "theory of concentration" rests on the premise 
that the child from the moment of drawing her first breath 
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seeks to construct meaning from the myriad external 
sensations that provoke her interactions with the world. 
"External objects act upon the child and produce their 
correspondences, individual concepts, in his mind. As I 
have already said, these concepts are very vague, obscure, 
and indistinct. Notwithstanding all this, creation is the 
moving central power and delight of the child. The baby 
creates out of his meager store of ideas a new world, his 
own world, in which he lives and moves and has his being." 
(50) Through his interaction with the world, according to 
Parker, the child creates consciousness, a unique 
description of the world: "If he were limited to actuality 
(that is, to the vague reflex of external objects), if he 
were bound by his own meager store of so-called facts, he 
would indeed live in a dark and dismal prison; but he bursts 
the bonds of reality and goes into a higher world of 
invisible life." (51) 
From his observations of children, Parker speculates an 
order of "subjects" that the child naturally proceeds 
through in response to his environment. "The environment of 
the child acts upon it and thereby determines the initial 
steps of all the studies than [sic] can ever after be 
pursued." (52) First is rhythm and music; next comes myth 
or story, from which spring the twin enterprises of history 
and science; next, ethics and religion. With time and 
experience, Parker suggests, all the known academic 
disciplines find a rootedness in the spontaneous curiosity 
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of the child. "The study of family life is the child's 
beginning of the study of anthropology and of history.... The 
true foundation of civics is community life." (53) "...he 
studies zoology in becoming acquainted with the animal life 
he sees." (54). And so on. 
Formal education, education in schools, Parker asserts, 
should proceed from and help facilitate this natural, 
organic process. "The investigation of instinct, intuition, 
and spontaneity is the scientific means of ascertaining the 
methods by which the child is mentally, morally, and 
physically developed. The laws of the being fix absolutely 
the conditions and methods of education.... The highest 
economy in education, therefore, is found in the application 
of methods that strictly conform to the laws of 
development." (55) 
Thus we see that Parker's impulse in Quincy, recorded 
in the earlier Notes, to follow the child's natural 
curiosity, is here twenty years later a more fully developed 
philosophy rooted in Parker's own developmental theory. 
Indeed, Parker moves beyond developmental theory to history 
and political philosophy. In the closing chapter to his 
Talks, "Democracy and Education," Parker suggests that his 
pedagogy aligns with and is, in fact, the natural expression 
of a democratic impulse. History, Parker writes, has been a 
gradual movement from aristocracy toward democracy. 
Mystery, control, isolation, and bribery, asserts Parker, 
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have been the tools of the aristocracy in controlling the 
masses. 
"But there came a time when the demands for 
education were too strong; when a ruler, for 
instance, would see that the subjects of his 
nation would be better servants with some 
education... But here arose a great 
difficulty-- how to make useful subjects, and 
at the same time prevent them from thinking 
and reasoning for themselves... This problem 
was effectively solved in the method of 
quantity teaching." (56) 
Quantity Teaching in Parker's personal lexicon is 
instruction by drill and recitation. Here Parker comes full 
circle to his earliest educational impulses in the New 
Hampshire schools when he declares: 
"If the quality of mental action is right, the 
quantity will take care of itself. The reason why 
most students have, after long years of painful, 
arduous drudgery, so little mental power, is that 
their whole ideal is the acquisition of a quantity 
of facts; they have never had any exercise in 
quality of action; their minds are simply passive 
receptacles, taking without resistance that which 
comes from supposed authorities. Self-reliance 
has become buried past all resurrection by sixteen 
years of persistent word-cram." (57) 
Thus, Parker neatly aligns his liberal pedagogy with the 
ends of democracy. Why, however, "quantity teaching" 
persists in a nation where, in Parker's analysis, there is 
no ruling aristocracy, is a question we shall return to 
later. 
Of interest in Parker's intellectual development is the 
modest nature of his education prior to his years in Berlin. 
His schooling as a child consisted of successive winter 
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terms usually eight weeks in length spread over the youthful 
years that he spent on a farm (where he had been apprenticed 
at age ten upon the death of his father.) As a teenager he 
defied his guardian and chose to study in a nearby academy 
where he almost completed a three year course of study. 
From there he pursued various country teaching assignments 
at grammar schools around New Hampshire. His formative 
experiences thus lay wholly outside the realms of the Boston 
or New York intellectual establishments. His early 
intellectual influences were of a popular nature: the 
democratic localism of the New England small town, a kind of 
non-sectarian Christianity promoted by the YMCA. (He 
organized the first chapter in New Hampshire.) His interest 
in and opportunity to afford himself of a more formal higher 
education did not occur until his thirty-fifth year when, 
inspired most likely by his contacts with the German 
community in Dayton, Ohio, and its sympathies with Froebel's 
kindergarten, Parker determined to travel to Germany to 
study at the University of Berlin. 
His intellectual influences were liberal and 
derivative. While he did not come into direct contact with 
Unitarian thinkers, the ecumenical spirit of the "Christian 
Union" and the YMCA were part of his early experience. 
While he was not trained early in the history of education, 
his indirect contacts with German-Americans living in 
Dayton, Ohio, led him to the liberal ideas of Friedrich 
Froebel and a sojourn to Berlin. In this way, Parker became 
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a direct if somewhat unwitting heir to the liberal ideals of 
Rousseau. 
The silences in Parker's work and life are as 
interesting and telling as his statements and actions. It 
is particularly interesting to note what Parker fails to 
embrace or even mention in his analysis of history and 
society. Though he studied in Berlin in the 1870s there is 
no mention of Karl Marx or communism in his writings. 
Though he lived in the labor hotbed of Chicago in the 1880s 
and 1890s (e.g., Haymarket affair, Pullman Strike, Eugene 
Debs) there is no mention of labor activism. Though he 
lived in a nation witnessing an unprecedented massing of 
private capital into the hands of the few (Rockefeller, 
Carnegie, Gould, Morgan), there is no mention of their 
influence upon society. As well, there is no acknowledgement 
of the African American experience (the rise of the Ku Klux 
Klan, Plessy v. Ferguson, the establishment of black 
academies). 
Sadly, Parker's analysis of his own times is quite 
shallow. While he rails against the past tyrannies of 
European kings in his historical analysis of the roots of 
democracy, he fails to recognize the powerful tyrants of his 
own country and his own generation, namely, the industrial 
capitalists that were the forces for "quantity education." 
« 
Nor does he recognize the class warfare raging around him, 
and, in this lack of perception, fails to connect "quantity 
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education" to capital and the dominance of quantity 
education with the power of capital. He writes, in the 
closing pages of Talks, "By far the greatest barrier to 
making the common school what it should and can be, springs 
by no means from active opposition to the system or from the 
patronage and pulls of pothouse politicians; the greatest 
barrier is the profound indifference of the most intelligent 
people in regard to the possibilities of radical 
improvement." (58) 
Parker does not go far enough in his query. If there 
is indifference, one must ask why? Perhaps it is because 
those in positions of influence on town school committees, 
city school boards, city councils, and the emerging state 
education bureaucracies were themselves caught up in the 
ethos of industrial capitalism, the seductive logic of 
organizational hierarchy, standardized examination, 
prescribed content, production and assembly line: the 
objectification of children as raw material to be processed. 
In this way, elected officials and public servants failed 
profoundly to recognize the crucial importance of a 
liberatory education, of the sort Parker advocated to the 
full realization of the American idea. Parker, however, 
fails to make the connection. 
Ironically, in Parker's shallow analysis we can begin 
to see the roots of the success he enjoyed and the factors 
that contributed to the marginalization of his ideas shortly 
upon his death. The force of his personal charisma thrust a 
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wedge into the policy makers' natural inclination for 
"quantity education." His failure to perceive and to 
articulate industrial capitalism as the root cause of 
quantity education allowed him to continue to move within 
the educational mainstream, i.e., he challenged but did not 
alienate the powers that be. 
To substantiate these assertions (that "quantity 
education" sprang from industrial capitalism) we look 
closely at the forces at work in the schools of Parker's era 
in chapter four, and, in particular, we examine the precise 
circumstances surrounding Parker's dramatically successful 
superintendency in Quincy, Massachusetts. 
In the decades following Parker's passing, the 
industrial system became only more entrenched in the 
American psyche as the guiding metaphor for all forms of 
social organization. It is remarkable then that the 1930s 
saw the appearance of an educational experiment with 
nationawide impact that thoughtfully stripped away layers of 
mindless mechanistic practice from a host of schools. 
"The Eight Year Study" of The Progressive Education 
Association, 1933-41 
What has come to be known as the "Eight Year Study" 
consisted of voluminous documentation of the experiences of 
30 schools across the nation that were freed from the usual 
college admission requirements so that they might break from 
standard school practices without disadvantaging their 
53 
graduates in their application for college admission. It 
constitutes one of the biggest studies ever undertaken in 
the history of American public education. Curiously, 
though, the Eight Year Study was largely ignored upon its 
release and today lingers in relative obscurity. 
The genesis of the Eight Year Study occurred at the 
annual convention of the Progressive Education Association 
in Washington, DC in 1930. The convention theme that year 
was "How can the high school improve its service to American 
Youth?" (59). Sufficient interest was generated at the 
convention to spawn a commission charged with exploring the 
question further. The Commission On The Relation of School 
And College issued a report one year later with several 
significant findings, among them the following: 
1. Secondary education in the United States does not 
have a 
clear-cut, definite, central purpose. 
2. Schools neither know their students well nor guided 
them wisely. 
3. Schools fail to create conditions necessary for 
effective learning. 
4. The creative energies of students are seldom 
released and developed. 
5. The conventional high school curriculum is far 
removed from the real concerns of youth. 
6. The traditional subjects of the curriculum have lost 
much of their vitality and significance. 
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7. The high school diploma means only that the student 
has done whatever is necessary to accumulate the 
required number of units. (60) 
On the heals of the Commission's findings, it was 
quickly determined that if schools were to experiment with 
alternative approaches, the hold that college admission 
offices had on the high school curriculum needed to be 
loosened. A plan to secure the cooperation of a large 
number of colleges and universities in a responsible 
departure from the norm of Carnegie units of credit and 
prescribed courses was successfully undertaken. Permission 
was granted by some 300 higher education institutions 
including many of the most prestigious. "The plan of co¬ 
operation between schools and colleges provided that a small 
number of representative secondary schools, to be selected 
by the Directing Committee of the Commission, would be 
released from the usual subject and unit requirements for 
college admission for a period of five years, beginning with 
the class entering college in 1936." (61) 
Freed from the usual requirements, schools in the study 
began to explore and define for themselves their notion of 
the good school. The commission chose not to prescribe 
either principles or pedagogy but rather to offer support to 
schools and communities as they carried out this work 
themselves. 
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"The schools chosen for the study were not handed an 
agenda for change. The Directing Committee 
attempted... to render every possible assistance 
sought by the schools, but to avoid any tendency to 
dictate thought or action. That policy gave to the 
schools the freedom and responsibility which belong 
to them... The reader should keep in mind always that 
the principals and teachers of the Thirty Schools 
were striving, groping, searching constantly in their 
attempts to decide what to teach and how to teach." 
(62) 
As educators conferred both within their own 
communities and across the larger network constituting all 
schools in the study, two principles emerged from their 
collective conversation: 1) "... the general life of the 
school and methods of teaching should conform to what is now 
known about the ways in which human beings learn and grow... 
The newer concept of learning holds that a human being 
develops through doing those things which have meaning to 
him; the doing involves the whole person in all aspects of 
his being; and that growth takes place as each experience 
leads to greater understanding and more intelligent reaction 
to new situations." (63); and 2) "the spirit and practice 
of experimentation and exploration should characterize 
secondary schools in a democracy." (64) 
Wilford Aiken, author of the first volume of the Report 
of the Eight Year Study further characterized the work of 
the schools in his writing. A sampling of Aiken's 
commentary suggests a clear direction that the schools 
assumed: 
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* "A strong influence in shaping methods of teaching in the 
Thirty Schools has been the conviction that young people in a 
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democracy should develop the habit of reflective thinking and 
skill in solving problems. Instead of a lesson to be learned, 
the work is more often a problem to be solved." (65) 
* "All teachers, all faculties must go through the 
hard experience of thinking their own problems through. The 
experiences of others teachers and schools can be useful in 
pointing the way, but no teacher or school can travel for 
others the hard road of reconstruction. Schools must find 
their own answers to their most puzzling questions." (66) 
* "...it seems that the most profound change is the 
shift in emphasis from subject matter to the boys and girls 
themselves. Curriculum content is still important, but only 
as it helps young people with their problems of living in 
our democracy. (67) 
The thirty schools were finding their way along the 
same path blazed by Rousseau and subsequent torch bearers of 
the liberal flame. There is a relatively straight line 
connecting Rousseau to Froebel to Parker to the ideals of 
the Thirty Schools. At the back of all three stand 
stalwartly the very set of propositions announced in Emile: 
children are essentially good, the teacher is a guide, 
learning is instinctual, people are natural meaning-makers, 
education is not just preparation for life but life itself, 
and so on. (Refer to table on page XX) 
Over an eight year period, the thirty schools built a 
substantial head of steam altering school practice, indeed 
reconceiving American secondary education. Meanwhile, the 
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commission conducting ths study wss developing sxtsnsivs and 
rigorous documentation, with an evaluation staff led by no 
less than Ralph Tyler (68) Data collection and analysis was 
as careful as it was voluminous. Five hefty volumes 
comprise the published work alone. (69) The work was 
imposing for both its scope and high quality. Indeed, for 
all the criticism that "progressive education" endured, no 
serious criticism has ever been leveled against the research 
surrounding the eight year study. 
The findings were significant. Results showed that 
graduates of the thirty schools outperformed a carefully 
matched comparison group in college life across a variety of 
areas. The measures included total grade point average, 
academic honors, intellectual curiosity, precise and 
systematic thinking, participation in the arts and student 
groups, non-academic honors, and active concern for world 
events. (70) 
Given the study's respectability, comprehensiveness, 
and findings, one would well expect that its effect on 
conventional secondary school practice would be like the 
impact of a large meteor— widely devastating. Amazingly, 
one searches for anything more than the study's mention in 
both the popular and education presses. Eclipsed by events 
at the eve of World War II, news of the study's release late 
in 1941 yielded meagre sales of the principal volume of only 
6,400 copies in a nation of 24,000 secondary schools. A 
retrospective of the study some eight years later in the 
58 
journal Progressive Education is far from encouraging. No 
schools from the original study reported that "the needs of 
adolescents" were still paramount in their thinking. One 
school head reported, "The strong breeze of the Eight Year 
Study has passed and now we are getting back to 
fundamentals. Our students write fewer articles in English 
and social science but they are better spellers." (71) 
Somehow, the force of the larger system managed, 
impressively, to completely swallow up the work and the findings 
of the Eight Year Study, stark testimony to its sheer power. The 
initial blow to the Eight Year Study was the unfortunate timing 
of the release of the first and major volume in the series which 
coincided with the surprise Japanese attack on the United State 
Naval fleet at Pearl Harbor and America's entrance into World War 
II. War time is not a time to experiment with education, and by 
the time the war was over, energy surrounding the Eight Year 
Study had faded. A valuable opportunity had been lost. 
As valuable and respectable as the Eight Year Study is, 
it nonetheless possesses a significant shortcoming. Race 
and class are completely ignored. The face of the Eight 
Year Study is white and rich. None of the schools in the 
study served a poor or minority population (though at least 
one school was a prominent girls' school). The selection 
criteria ensured that only middle to upper class schools 
serving white students would be admitted. Schools were 
chosen in part for their successful track record in gaining 
college admission for their graduates. In the 1930s, 
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college, except for historically black colleges, was a white 
bastion. And college attendance was mainly driven by class. 
It appears, then, that educational liberalism, by focusing 
narrowly on pedagogy, left unattended the issue of social 
justice. 
The Launching of The Coalition of Essential Schools 
1984-1991 
The year 1984 marks the publication of a seminal work in the 
history of American education. Horace's Compromise: the dilemma 
of the American High School by Theodore R. Sizer (72) represented 
the findings of A Study of Schools commissioned by the National 
Association of Secondary School Principals and the National 
Association of Independent Schools and led by Sizer. Horace, the 
fictional every-teacher of Sizer's book lives a life of 
professional compromise indicative of the "genial mindlessness" 
of the American high school, portrayed through Horace's daily 
rounds of too-big classes and meaningless routine. A remedy is 
offered in the closing chapters, distilled into a compact list of 
five "imperatives," which, if thoughtfully enacted by 
communities, would, according to Sizer, catalyze a meaningful 
improvement of American secondary schools. The imperatives are: 
1. Give room to teachers and students to work 
and learn in their own, appropriate ways. 
2. Insist that students clearly exhibit mastery 
of their school work. 
* 
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3. Get the incentives right, for students and 
for teachers. 
4. Focus the students' work on the use of their 
minds. 
5. Keep the structure simple and thus flexible. 
(73) 
Restless to proceed from writer's tablet to activist's 
stump, Sizer launched the Coalition of Essential Schools 
from Brown University in 1984. Joined initially by a dozen 
schools and guided by a more fully articulated list of nine 
Common Principles, the Coalition of Essential Schools set 
sail. In the years since, the Coalition has grown into an 
international movement with over one thousand member schools 
and represents one of the most promising efforts anywhere to 
thoughtfully reconceive secondary education. 
As such, it picks up the torch borne by liberally 
minded educators and movements of earlier generations. 
Sizer and the work he began with the Coalition of Essential 
Schools represent a living legacy to the ideals of Rousseau, 
Froebel, Parker, Dewey, the schools of the Eight Year Study 
and others. Notably, some of the Coalition's earliest and 
most successful work was with urban public schools serving 
poor and minority families, for example Central Parker East 
Secondary School in Spanish Harlem. 
As ah affirmation of the Coalition's commitment to 
% 
social justice, the organization adopted a tenth common 
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principle in 1996 which admonishes schools to "demonstrate 
nondiscriminatory and inclusive policies, practices, and 
pedagogies... [and to] honor diversity and build on the 
strengths of its communities, deliberately and explicitly 
challenging all forms of inequity and discrimination." (74) 
Thus the Coalition of Essential Schools goes beyond the 
historically narrow focus of a liberal pedagogy to embrace 
issues of social justice. 
In 1986, as Sizer was just launching the Coalition of 
Essential Schools, he had the foresight to recognize the 
importance of documenting from the earliest stages its 
successes and struggles. For this purpose, Donna Muncey and 
Patrick McQuillan, both trained as anthropologists, were 
chosen to study eight of the original twelve schools of the 
Coalition, to follow them for a period of years and report 
findings. Their findings, published in Reform And 
Resistance in Schools and Classrooms (75) as well as 
numerous related articles published in connection with their 
study of the Coalition, say much about the contemporary 
challenges faced by liberal school movements. 
Decidedly not a mere cheerleading team for CES, Muncey 
and McQuillan lay out in the introduction to their book both 
the purpose of their work and the lengths they went to to 
gather a wealth of data. Their purpose was to measure the 
degree to which the Common Principles were implemented in 
the schools in their study. Their methods included 
observation of classes, school meetings and other events; 
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interviews with students, teachers, administrators, and CES 
staff; surveys of some 1500 students in Coalition schools; 
as well as analysis of news clippings, memos, and other 
documentation. (76) They note further that data collection 
began in August of 1986 and concluded in June of 1991. 
Among their numerous and layered findings are several 
that particularly stand out about schools that succeeded in 
bringing about sustained improvement as well as those that 
did not. Factors for both success and failure are as 
follows. (See Table 3 below.) 
Table 3:Factors for Success and Failure in Coalition 
Schools 
Factors for Success Factors for Failure 
A supportive and respected 
principal who stays around long 
enough to see changes through, 
including the hiring of a faculty 
that supports CES principles. 
A lack of consensus as to the 
changes required or, more 
bluntly, an insistence that the 
larger society must change and 
not the school. 
An absence of entrenched 
interests such as popular 
elective programs or a powerful 
teacher union. 
Faculty reflection brought on as 
part of CES work which revealed 
significant points of 
disagreement within the community 
as to the school's mission, 
professional roles, and more 
which the faculty was unwilling 
or unable to resolve. 
A lack or perceived lack of 
academic excellence. 
Successful but limited change in 
individual classrooms, which 
tended to cyphon away teachers 
who possessed a reformist spirit. 
Substantial support from the 
Coalition Central staff 
Divisiveness as efforts to scale 
up classroom level changes began 
to disrupt established patterns 
in the larger school. 
Support for teachers as they re¬ 
think instructional practice. 
a failure to see professional 
reflection as an ongoing part of 
thoughtful school work beyond the 
initial start-up of new 
practices. (77) 
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Though Muncey and McQuillan's work is very useful, its 
chief limitation is its narrow focus on just eight schools. 
During the period that Muncey and McQuillan were conducting 
their research, the Coalition grew into an organization with 
over a thousand member schools. A review of the history of 
the organization as a whole suggests some further patterns 
as follows. 
1) a charismatic leader with deep conviction, 
remarkable persuasive ability, outstanding credentials, and 
personal charm. As a former Dean of the Harvard School of 
Education and former headmaster of Philips Academy, Sizer 
was uniquely qualified to lead the Study of Schools in 1981. 
His skill as a builder of consensus among schools that 
became the Coalition in 1985 is also remarkable. And 
supporting all his work is his ability to articulate his own 
deep convictions to persuade funders, school people, and 
policy makers alike of the rightness of the cause he 
represents. 
2) significant financial support from private 
philanthropic organizations. In Horace's School, published 
in 1992, (78) Sizer thanks 15 corporations and 30 
foundations that raised over $30 million to date. Private 
funding gave the Coalition the ability to build an 
organization that could accommodate its growing numbers. 
3) a central staff that wisely scaled up from a small 
office to a center serving an international organization. 
In 1985, the Coalition began with twelve member schools. In 
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two years it had grown to include fifty schools. By 1992, 
the number of member schools stood at 120. During the same 
period the office staff grew from three to nearly forty. 
The ability of the central staff to expand in response to 
the growth of the organization certainly played a role in 
the Coalition's successes. 
4) Attention to the public policy world. As the 
Coalition grew, its ability to leverage the policy world 
became manifest in a cooperative venture undertaken in 1988 
with the Education Commission of the States. Known as Re: 
Learning, The Coalition was able to continue nurturing 
positive change at the school level while ECS worked with 
state legislatures to create a policy environment conducive 
to the spirit of Coalition work. 
The Chapters Ahead 
Why does the liberal impulse struggle to gain a 
foothold in the educational mainstream. Why was Rousseau 
exiled? Why was Froebel banned in Berlin? Why did Parker's 
work, so wildly successful in Quincy, Massachusetts, fail to 
significantly alter school practice of the era? Why did the 
Eight Year Study, despite enormous empirical support for its 
findings, fail to fundamentally change American secondary 
education? Will the Coalition of Essential Schools succeed, 
where other liberal movements have failed, to redirect the 
mainstream. Indeed, what are the forces that have worked 
for and against the liberal impulse in educational practice? 
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What tactics and strategies do the experiences of earlier 
liberal education movements suggest as more or less 
efficacious for liberal educators building schools and 
movements today? 
These questions, which emerge from the preceding 
historical review, are essentially the same questions 
outlined in chapter one, questions which lie at the heart of 
this work. The next three chapters apply these questions to 
the circumstances of three particular schools that were part 
of the history just reviewed. By looking carefully at both 
the broad sweep of history and the idiosyncracies of a few 
specific schools, this study enriches the analysis presented 
in chapter six and triangulates the findings presented in 
chapter seven. 
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CHAPTER 3 
BRONSON ALCOTT AND THE TEMPLE SCHOOL, 1834-1838 
This chapter presents the first of three case studies. 
Each case study, based on research involving primary and 
secondary sources, is presented as a narrative, a telling- 
of-the-story of a particular school. Knowledge of each 
school's particular story provides essential background for 
an understanding of the formal analysis presented in 
chapter six. While informal analysis is folded into the 
narrative for each case study, chapter six provides the 
formal analysis of all three case studies. 
Introduction 
In Boston in 1834, the machinery of cultural control 
was shifting gears, gone was the cultural grip of Calvinism 
and original sin while the formidable gears of 
industrialism and urban bureaucracy were only just being 
forged. Here was a place and a time when an emergent 
liberalism might shoot up through temporarily loosened 
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soil, between the hard frost of Calvinism and the paving- 
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over of industrialization. And so it did in the romantic 
American movement known as transcendentalism. Among the 
leading transcendentalists stood Bronson Alcott who in 1834 
founded the Temple School, a tuition-based primary school 
attended by the children of Boston's elite families, and 
founded on Alcott's deep belief in the genius of children 
and his dedication to the liberation of their imagination. 
What is most notable about Alcott's short-lived school 
is not so much its familiar liberal philosophy as its 
spectacular demise. Within three short years, the Temple 
school and Alcott with it went from Toast-of-the-Town to 
leper outcast. Surely here one may find, cast in sharp 
relief, the forces that brought a liberal school into 
existence as well as those that brought it down— hard. 
Boston in the early 1800s and the decline of Calvinism 
For almost two centuries, the notion of original sin, 
central to Calvinist theology and expressed through New 
England Congregationalism, held Boston in a tight cultural 
grip. But in the early decades of the nineteenth century, 
Orthodox Congregationalism's hold was forcibly loosened and 
its role as a controlling force for New England 
institutions (including family, church and school) declined 
considerably. The decline was brought on by a splintering 
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denominationalism among native Protestants as well as a 
growing immigrant Catholic presence. 
In the later decades of the eighteenth century some 
Congregationalist ministers began to openly question both 
the divinity of Jesus and the inherent depravity of 
humanity, i.e., original sin. The first open split of a 
congregation along these lines occurred in Worcester, 
where, according to church historian William R. Hutchison, 
a minority faction supported the candidacy of a liberal 
ministerial candidate and withdrew their membership when he 
was not elected.(1) More New England ministers and 
congregants shortly followed suit. Because the 
Congregational Church of that time was a loose affiliation 
of largely autonomous congregations, there was no church 
hierarchy to enforce doctrinal adherence, and because a 
more optimistic view of human potential than that allowed 
by Calvinism was gaining popularity among New Englanders, 
many congregations split. Protestors would leave and form 
their own "liberal" Congregational church nearby. Even 
today, on opposite sides of many a New England Town common, 
one may find a Congregational and a Unitarian Church, 
legacy to this eighteenth century schism. 
The liberal movement spread shortly to Harvard College 
where Liberals took control in the first decade of the 
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eighteen hundreds. Unitarian Church Historian Earl Morse 
Wilbur estimates that by the end of the protest movement 
around 1840, of the 544 Congregational Churches in 
Massachusetts some 135 had become "Unitarian," and that in 
Boston all but Old South Church had been won over by the 
Liberal movement.(2) The victory in Boston proper was 
thorough-going. Spokespersons for conservative doctrine 
acknowledged this transformation in angry declarations. 
Harriet Beecher Stowe, writing of her father who was the 
chief spokesperson for Congregational orthodoxy and who 
moved to Boston in the contentious days of 1826, reports, 
"When Dr. Beecher came to Boston, Calvinism or 
orthodoxy was the despised and persecuted form of 
faith. It was the dethroned royal family 
wandering like a permitted mendicant in the city 
where once it had held court, and Unitarianism 
reigned in its stead. All the literary men of 
Massachusetts were Unitarians. All the elite of 
wealth and fashion crowded Unitarian churches. 
The judges on the bench were Unitarian, giving 
decisions by which the peculiar features of 
Church organization, so carefully ordained by the 
Pilgrim Fathers, had been nullified. The Church, 
as consisting, according to their belief, in 
regenerate people, had been ignored, and all the 
power had passed into the hands of the 
congregation." (3) 
The declining potency of Calvinism was further diluted 
by the growing presence of Roman Catholics whose ranks 
swelled from 2,000 in 1820 to over 20,000 by 1835. (4) 
% 
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These numbers would soon explode with the massive Irish 
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emigration at mid century, but Gven in these early decades, 
Roman Catholicism was becoming a force. 
At the same time, a secular counterpart to religious 
liberalism was also making its way into the heart of New 
England culture. Renunciation of original sin in the 
theological realm was accompanied by a reconceptualization 
of childhood in popular culture. If humankind was not 
inherently depraved, then there must exist in each child at 
least the possibility of goodness. 
Schultz points out that a changing concept of children from 
miniature adults to "a separate biological and 
psychological stage of human life" (5) was evident in the 
appearance between the 1820s and 1860 of popular magazines 
and books focusing on children and child development. 
John Locke's view of the human mind as a tabula rasa, 
or blank slate, had gained ascendancy both among the 
Unitarian rebels and in the popular press. If the infant 
mind was a tabula rasa, then the infant could not be 
inherently evil. Indeed, the blank slate might be written 
with good words and good deeds. Since sensory learning was 
now understood as the basis of human development, the 
possibilities were wide open. There was a shift in 
« __ 
emphasis in the popular imagination from idleness, frailty, 
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weakness, and fear to hope, possibility, and the potential 
for good. 
In schooling, this shift was expressed in a change of 
attitude by parents and educators. Schooling became the 
means not just of keeping idle hands busy, but the engine 
of human possibility in a civic culture. Horace Mann, chief 
school leader of the day, reflected this shift when he 
declared "men are cast-iron; but children are wax. 
Strength expended upon the latter may be effectual, which 
would make no impression upon the former." (6) 
Education in the city of Boston, always an important 
institution under the reign of Calvinism (but for different 
reasons) became newly inspired by Lockean thinking. The 
Boston School Committee had been established in 1789 with 
the stipulation—odd by contemporary standards-- that a 
child must be able to read before being admitted (it was 
expected that basic reading skill was to be taught in the 
home or through a "dame school") (7) In 1818,_ an effort to 
reach out to the lower class of children, led by Unitarian 
minister William Ellery Channing, resulted in the creation 
of a Primary School Board, subservient to the School 
Committee to oversee the creation of Primary schools that 
would teach the basics. By T820, the town of Boston with a 
population of 43,000, maintained 34 primary schools and 8 
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grammar schools serving about 25 percent of the eligible 
population. 
Though these schools reached modestly across the 
divide of class, the divide of race remained intact. 
Opportunities for black and white students remained largely 
separate and quite unequal. Byron Rushing observes that 
while no regulation specifically banning black children 
from the common schools can be found, evidence exists that 
black children were made to feel unwelcome. The black 
community established its own school financially supported 
at first by white liberals, and, by the early decades of 
the 1800s by a $200 per annum bequest from the town of 
Boston. (8) We also know from the public commission that 
explored the need for primary schools that in 1817 there 
were 154 private schools providing some form of instruction 
to about 4000 students in Boston—students who were 
primarily white and male. (9) Schultz estimates that by 
the late 1820s approximately 45 percent of Boaton's school 
age population attended the primary and grammar schools. 
(10) 
Bronson Alcott 
Amos Bronson Alcott is best known as one of the 
founders and chief spokespersons of the Transcendental 
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School of Thought. He is also known as the father" of 
Louisa May Alcott, author of Little Women, as well as for 
Fruitlands, his ill-fated utopian experiment plowed from 
the hills west of Boston, and an inspiration for Louisa 
May's book. Prior to these notable contributions to 
American culture, however, he worked as a school master 
who, at mid-career, founded a short-lived school in Boston 
in 1834. And it closed just three years later. 
Alcott was born in rural Connecticut in 1799. His 
early education was in a rural schoolhouse typical of the 
era, which meant that attendance was irregular, teachers 
were itinerant and therefore always changing, and the 
building was damp and cold in winter. Though his parents 
were poorly schooled farmers, his maternal uncle was Yale 
educated and served as Principal of the Cheshire Academy. 
At eighteen, finding inspiration neither in farming 
nor shop work nor schoolmastering nor the ministry—the 
available occupations to a young man in Connecticut at that 
time-- Alcott set sail on a schooner for Norfolk Virginia 
where he would seek work at whatever he might find, but 
chiefly to satisfy his wanderlust. Once there, he fell 
into peddling to make his way. Traveling up the James 
River with small wares and selling house to house, Alcott 
found modest financial success as well as time to read. 
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Biographer Odell Shepard reports that during this 
period (182 0s) Alcott first read John Locke's On The Human 
Understanding, where, we may speculate, he was impressed by 
the open possibilities for human development that Locke 
postulates. After several months in Virginia, he returned 
home and handed his father eighty dollars with which 
construction of a new house for the family was begun. The 
following autumn, Alcott went south again, this time with 
his cousin in hopes of returning with enough money to pay 
off the remaining $200 construction debt. They did, but 
successive trips were not as prosperous and Alcott slipped 
into debt even as he gained a fancy for elegant and 
expensive clothes. 
On one expedition he took up school mastering briefly 
and ultimately returned home penniless and a whopping $600 
in debt to his father. He took one final trip south 
determined to pay his debt and in North Carolina came upon 
a Quaker community whose views, particularly of the "inner 
light" seem to have deeply influenced him. He returned 
from this his fifth and final peddling adventure again 
penniless but well educated in the culture of the young 
nation that was growing up around him. 
At this point, Alcott became a school master in his 
own Connecticut environs. Over several years, he developed 
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a controversial reputation as a teacher who encouraged his 
pupils to use their own minds—a not entirely welcome habit 
in communities accustomed to simple instruction in the 
three R's enforced with a heavy dose of physical 
discipline. Quite contrary to the Calvinistic influences 
on education by which he was surrounded, Alcott grew to 
admire the innocence and intelligence of the children he 
taught. Shepard reports that during this period Alcott 
became familiar with Pestalozzi and Alcott's work clearly 
showed that influence as well as the influence of Locke. 
Alcott also gained notoriety as far away as Boston where a 
writer for the Boston Recorder and Telegraph described 
Alcott's school in Cheshire as "the best common school in 
the State, perhaps in the United States." (11) This praise, 
however, only incited the Calvinist faithful, who were 
already wary of Alcott's ways with their children. An 
alternative school—Calvinistic in philosophy—shortly sprang 
up in Cheshire, and Alcott closed his own school and 
returned home. Similar controversy followed him in Bristol 
where he served as schoolmaster for a year. Deeply 
frustrated, he decided to quit Connecticut and its 
Calvinist ways permanently for Boston. 
Once in Boston, he immersed himself in the 
intellectual life of the city, chiefly through the hearing 
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of sermons. He listened to most if not all of the twenty 
Unitarian ministers and as the weeks went by began to grow 
weary of their cold intellectualism. He longed for sermons 
that would inspire Christlike activism and not dwell on 
theology. 
In May, Alcott was invited to open an infant school 
and set about visiting examples of such in New York and 
Philadelphia. He was disappointed in what he found there: 
"just enough of Pestalozzi's and Oberlin's original ideas 
to attract his attention, they had by far too much of 
English regimentation to command his respect... they had 
supposed that running a school was very like a matter they 
really did understand—drilling raw recruits for an army.7' 
(12) And so Alcott's infant school began where his 
Connecticut schools left off and moved quickly toward a 
deeper embrace of childhood. Shepard writes, 
"Alcott departed as far as possible from the 
English mechanism of the 'Lancastrian' or 
'monitorial' system as he had seen it at work in 
Philadelphia and New York. He taught' his 
children as individuals, recognizing in each of 
them a separate soul with which it was his 
privilege—that is, if he could be patient and 
kind and skillful enough-to come into an 
affectionate parental relation." (13) 
Shortly, he had fans among his pupils'parents, the clergy, 
and the press. In rapid succession, he became 
superintentendent of a Sunday School and, in the autumn of 
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1828, started an elementary school for boys, which also was 
heralded instantly as a success. He also married, Abigail 
May, the sister of a clergyman friend whose acquaintance he 
had made some years earlier in Connecticut. 
Alcott's fame in Boston grew, in the midst of which, an 
invitation came from a wealthy Philadelphian Quaker visitor 
to open a school there. Alcott, seeking something of a 
sabbatical from the intensity of his Boston work, accepted. 
This was indeed a period (some four years long) of less 
demanding work and less public attention during which he 
read voraciously. But his home was Boston, and it was 
there through the preliminary work of his friends, Channing 
and Elizabeth Peabody that thirty pupils were procured for 
a school that Alcott would lead. He returned with his wife 
and new daughters, rooms were obtained in the Masonic 
Temple on Tremont Street, and the school came to be known 
(taking full advantage of the opportunity for a grand 
title) The Temple School. 
Founding of the Temple School 
The most detailed, if also most deeply partisan source 
of information about the Temple School comes from a book 
authored by Alcott's assistant, Elizabeth Peabody and 
published in December of 1836. Ironically, the book also 
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precipitated the school's rapid demise. The Temple School 
closed for lack of pupils within months of the book's 
publication. 
Record of Mr. Alcott's School Exemplifying the 
Principles and Methods of Moral Culture (14) is attributed 
to A. Bronson Alcott with a simple acknowledgement that 
Elizabeth Peabody served as "recorder." Consisting largely 
of classroom observations referring to Alcott in the third 
person, the narrative suggests true authorship was 
Peabody's. I will therefore refer to Peabody as author. A 
number of pages early in the text are devoted to a 
description of the opulent physical condition of the 
school. An engraved portrait of the school's interior 
also appears on one page. Busts of philosophers are 
complemented by gothic architectural elements, colored 
carpets and bright, large windows. The school's conditions 
contrast sharply with most schools of the time. It easily 
outstrips the dank and leaning rural schoolhouses in 
Massachusetts but also the Boston primary schools. Schultz 
cites a published investigation of the Boston primary 
schools in 1833 led by Primary School Board member John D. 
Fisher, a physician, and William C. Woodbridge, editor of 
the Annals of Education and .also a physician: 
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"We often found the entrance to the room through 
the filthy back-yard of a house, or in the 
ighborhood of a stable, or a blacksmith's shop, 
or a carriage manufactory house, where the 
children could scarcely pass in safety.... Several 
rooms are in the second or third stories, with 
steep and narrow stair cases, entirely unsafe for 
children.'" 
The report goes on in equally dismal fashion. (15) 
But the Temple School was not a public school. 
Parents paid tuition. His journal entry of February 18, 
1837 refers to a quarterly rate of $15. By comparison 
quarterly tuition at his earlier elementary school in 1828 
was just $7, and the per pupil expenditure for the Boston 
city schools near (1841) this time stood at $12.43 for the 
entire year. (16) Consequently, only the wealthy could 
afford Mr. Alcott's school and, helped by Alcott's fame, it 
was a prominent lot of children. Their family names 
included Shaw, Quincy, Jackson, Savage, Peabody, Tuckerman 
and more. (17) 
On the first day of school, according to Peabody's 
account, there were 20 students: 17 boys under 10 and 3 
older girls. "Mr. Alcott sat behind his desk, and the 
children were placed in chairs in a large arc around him; 
the chairs so far apart that they could not easily touch 
each other. He then asked each one separately what idea he 
or she had of the purpose of coming to school." A dialogue 
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ensues eliciting a range of issues, topics and thoughts 
from the students. "Simple as all this seems, it would 
hardly be believed what an evident exercise it was to the 
children, to be led of themselves to form and express these 
conceptions and few steps of reasoning. Every face was 
eager and interested." Socratic dialogue became a common 
feature of life at the Temple School together with extended 
silent periods for students to write in their journals. 
(18) 
As the school year got underway Alcott established a 
routine of journaling for one hour at the beginning of each 
day. Peabody reports, 
"December 3 0th.—When I came to school, I found 
all the children in their seats, at their 
lessons. Mr. Alcott, who was walking round as 
usual, was saying to one of the journalists: You 
are engaged in recording what happens out of you; 
its advantage is to make you feel and remember 
what effect all outward events, and your action 
on what is outward, may have on your inward state 
of mind. You write down the picture made by your 
mind on things. I hope you will soon write the 
thoughts and feelings that come up from your soul 
about these things. These thoughts and feelings 
are your inward life. Do you understand what I 
mean by this assertion,--the spiritual world is 
the inward life of all things?" (19) 
The overarching purpose of journaling was to plumb the 
depths of the soul. Alcott was working from a mindset 
suggested to him early on by his contact with the Quakers 
and their notion of "inner light" then furthered by his 
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readings of the English romantics. Peabody writes 
"Imagination is the soul's shaping power.... We need schools 
not alone for the inculcation of knowledge, but for the 
development of Genius—the creative attribute of spirit." 
(20) Even the physical layout of the room encouraged this 
tendency toward individual introspection. "The desks for 
the scholars, with conveniences for placing all their books 
in sight, and with black tablets hung over them, which 
swing forward when they wish to use them, are placed 
against the wall round the room, that when in their seats 
for study no scholar need look at another." (21) 
Alcott seems to have been a gentle and encouraging 
presence in the room, simultaneously encouraging his pupils 
and insisting on order and decorum. The students' early 
efforts at writing, though often illegible were 
encouragingly received by Alcott: "...as they exhibited their 
strange copies, [he] betrayed no misgivings as to the want 
of resemblance; nor did Mr. Alcott rudely point it out. 
He took the writing for what it was meant to be; knowing 
that practice would at once mend the eye and hand, but that 
criticism would check the desirable courage and self- 
confidence." (22) And his approach to writing was more 
than a clever tactic; rather-, it was an expression of his 
deeply held convictions that education was a drawing out of 
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the child, an unveiling of the soul." Peabody notes, 
"There is no greater illusion than the common idea of the 
method of learning to read by pronouncing pages of matter, 
which is not moving the heart and mind of the reader." (23) 
Alcott's approach to classroom discipline also 
reflected his beliefs. 
"...Mr. Alcott is so thoroughly convinced that all 
effectual government must be self-government, 
that he much prefers that all the operations of 
school should obviously stand still than that 
they should apparently go on while really 
standing still or going back in any individual 
instance. If it should be objected to this 
principle, that the good are here made to wait 
upon the bad, it may be answered, that the good 
are learning the divinest part of human action, 
when they are taught to wait upon the bad for 
their improvement..." (24) 
Several pages later, "Punishment is rarely physical, more 
often, removal from the instructional setting (a more 
painful loss)"[parentheses in original] or, once, as an 
experiment by Alcott, the administration of a stroke upon 
the hand of the teacher. "On the morning this was 
announced...there was a profound stillness. Boys who had 
never been affected before, and to whom bodily punishment 
was a very small affair, as far as its pain was concerned, 
were completely sobered." (25) 
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From Toast of the Town to Leper Outcast 
And so the days went. Enrollment rose to a high of 
37. Visitors shortly began to arrive and soon, Alcott was 
again earning positive recognition for his work with 
children. All appeared to be well. But, as it turn out, 
Mr. Alcott7s outspoken views proved too liberal even for 
Unitarian Boston. 
Perhaps the first hint of problems came in the words 
of William Ellery Channing. Initially, Channing gave his 
blessing to the school, but gradually grew concerned with 
the level of introspection encouraged among the children. 
He wrote in a letter to Peabody, "I want light as to the 
degree to which the mind of the child should be turned 
inward. The free development of the spiritual nature may 
be impeded by too much analysis of it. 77 (26 ) Channing7 s 
influence in Boston was enormous, and to the extent that he 
may have shared this same view publicly, he would be sowing 
seeds of discomfort with Alcott7s work. 
Alcott7s unorthodox thinking also became more widely 
known through his practice of entertaining public 
Conversations. His was an age of the public lecture, and 
Lyceums were springing up all over to accommodate itinerant 
speakers who provided culture and entertainment. Alcott 
launched his own speaking series, but rather than 
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delivering in a presentational format, he conducted his 
Conversations as Socratic dialogue with his audience, just 
as was his teaching style at the Temple School. 
In November of 1836, he began a series of 
Conversations on Friday nights at his school, open to the 
public on the life of Christ. In the course of this series 
he made clear that he viewed Christ as a very spiritual man 
but not divine, and he viewed Christianity as a fine 
religion but just one among several fine religions. The 
previous fall, Alcott had engaged in a similar round of 
conversations with his students at school. When it became 
publicly known just what Mr. Alcott had been doing with his 
pupils, it wasn't long before parents and the wider public 
began to entertain serious doubts about this Connecticut 
school teacher they had so warmly welcomed into Boston 
society. During what Shepard aptly terms the "whispering 
campaign of 1836," (27) enrollment fell from 40 to 25 by 
fall of 1836. The whispering may well have also been about 
a simple and veiled reference to sexuality in his 
Conversations, later published (in early 1837 as part of 
his Conversations on the Gospels) where, in response to a 
student question, he states, 
..."The physiological facts, sometimes referred to, 
are only a sign of the spiritual assistance of 
the atmosphere. This is the birth of the rose. 
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It typifies the bringing forth of the spirit by 
pain and labor and patience....And a mother suffers 
when she has a child. When she is going to have 
a child she gives up her body to God, and He 
works upon it in a mysterious way and, with her 
aid, brings forth the child's Spirit in a little 
Body of its own; and when it has come she is 
blissful." (28) 
Though quaint by contemporary standards, this oblique 
reference was nothing short of scandalous to proper 
Bostonians. 
Elizabeth Peabody became sufficiently alarmed to leave 
the school in the summer of 1836. Having already penned 
her Record, and knowing of Alcott's intention to publish 
it, she wrote an awkward letter to him seeking some way to 
distance herself from the manuscript. "I feel more and 
more that these questionable parts ought not to go into the 
printed book, at least that they must be entirely 
disconnected with me." Later in the same letter she 
writes, "...I must desire you to put a preface of your own 
before mine, and express in it, in so many words, that on 
you rests all the responsibility of introducing the 
subjects, and that your Recorder did not entirely . 
sympathize or agree with you with respect to the course 
taken..." (29) The level of anxiety-and duplicity-- betrayed 
by Peabody is good evidence that a fair amount of gossip 
about Alcott's inappropriate views was already afoot. 
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Alcott's response to Peabody's various pleas was to take 
passages that he thought might offend Peabody's 
sensibilities and consign them to footnotes and an appendix 
at the end of the book. The result of this act, however, 
was simply to highlight for the reading public all of the 
juiciest, i.e., most controversial, elements of the book. 
The most significant event in the fall of Bronson 
Alcott and the Temple School was the publication of his and 
Peabody's book in December of 1836, followed shortly by the 
publication of his Conversations on the Gospels, in early 
1837. Reaction in the Boston Press was almost immediate. 
A piece in the Boston Courier signed by "A Parent" ran, 
"We cannot repress our indignation at the love of 
notoriety, for it can be nothing else, which will 
lead a man to scorn the truth and the best 
interest of society—and boldly decrying public 
opinion and the sentiments of the wise and good, 
to pollute the moral atmosphere throw a stumbling 
block in the path of improvement, and say to the 
travelers therein 'Thus far shalt thou go, and no 
further!'... It were a venial error in Mr. Alcott 
had he simply published the crude remarks of his 
pupils, but he has gone further. He seemed to 
delight in his own person in directing their 
attention to the more improper subjects—and when 
they appeared with intuitive perception to shrink 
from contact with them, he has forced their minds 
to grapple with them....Mr. Alcott should hide his 
head in shame." (30) 
The editor of the same paper wrote, "The Conversation on 
the Gospels is a more indecent and obscene book (we say 
nothing of its absurdity) than any other we ever saw 
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exposed for sale on a bookseller's counter. Mr. A. 
interrogates his pupils on subjects which are universally 
excluded from promiscuous companies of men and women." (31) 
"Venial," "crude," "improper," "indecent," and 
"obscene." The newspapers continued on in this vein. 
Meanwhile, the public outcry became so great that mob 
violence threatened. In his journal for "April, Week 
XVII", Alcott writes, "At one time the excitement 
threatened a mob. The plan was to make the assault at one 
of my Friday evening Conversations, But no such outrage 
attempted, and the minds of the disaffected are now 
settling into quietude." (32) A note he penned to a 
parent dated February 18, 1837, asks whether an increase in 
tuition from $15 per quarter to $25 would be acceptable. 
(33) Though the letter makes not mention of it, surely the 
increase in tuition was needed to offset declining 
enrollments. During the spring of 1837 enrollment went to 
10 and the school moved to the basement of the_ Masonic 
Temple. (34) 
Alcott wrote to his friend Emerson in May, 5/24/37 
(Herrnstadt) 
" I opened school on Monday with 10 pupils. 
These are all I fancy that this good and wise 
city intend to lend me during this quarter. So I 
have made up my mind to walk to and fro, and do 
for these whatsoever I may, waiting for light as 
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this may be vouchsafed. Bread comes quite as 
easily and with les anxiety in this way as in any 
other. And so for the present I shall continue 
to teach. Possibly at some day, I may take the 
benefit of your suggestion, and turn this matter 
over to the hands." (35) 
By September, there were only 4 pupils left, and in 
June, 1838, with just 3 pupils remaining, Alcott closed the 
school. Even the Unitarian clergy turned against him, as 
his friend George Ripley informed him that they regarded 
him as "an interloper into the theological field." (36) 
An interesting epilogue to the Temple School's demise 
is that Alcott opened a new school in his home 4 months 
later with 15 pupils. In June 1839, he admitted an African 
American girl pupil. "The parents of Alcott's white 
pupils demanded that the black child be dismissed. 
Alcott's journal-entry reads: "Decline dismissing the 
child and, June 22nd, have five children remaining as 
pupils—my own, W. Russell's, and Robinson's." (37) Perhaps 
worse than "obscene" classroom talk, Alcott dared to 
racially integrate his school. 
Alcott's personal recording of receipts tells the 
story in a different way: 
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Receipts for teaching in Boston- 
In Temple 1834-5.$1784.00 
1835- 6.1649.00 
1836- 7.1395.00 
1837- 8.  549.00 (38) 
Though Alcott was criticized for leading his pupils 
astray, Peabody records that Alcott never proselytized his 
students. His socratic dialogues raised questions and 
allowed the pupil room to draw his own conclusions. 
Peabody's final chapter ("Explanatory") in her Record of 
Mr. Alcott's School appears to be a defense against 
Alcott's critics. "He does not wish the children to think 
that the meaning of Scripture is a matter of authority; 
and this is the chief reason why he does not decide in 
favor of particular views, dogmatically. He thinks it is 
enough to start the mind on some subject, to "wake the echo 
that will not sleep again," and lays out to guard them from 
error, rather by the general influences of his moral and 
intellectual discipline than by giving them the formulas of 
any creed. So successful has he proved to be , in avoiding 
controverted points, and keeping free from the technology 
of sect, that one day, when two ladies—one a Trinitarian, 
and the other a Humanitarian—were present at a lesson on 
94 
the first chapter of John, each left the room, saying to 
Mr. Alcott, "I perceive that my views are taught here." 
(39) 
Conclusion 
Alcott was not shunned for his views on the divinity 
of Christ. Unitarian ministers (or their precursors, 
liberal Congregationalists) were doing that as far back as 
1784, when a Worcester ministerial candidate divided the 
Worcester Church. Rather, three other transgressions 
repulsed the Boston intelligentsia and social elite: first, 
Alcott's exploration of sexual subjects with his pupils; 
second, the suspicion that he was abusing the classroom and 
his relationship with the pupils charged under him to 
proselytize his particular sectarian beliefs; and third, 
that he was stepping on the Unitarian clergy's theological 
turf—here was an amateur pretending to instruct in 
religious doctrine—and proving to be such an embarrassment 
in the process. As he was an embarrassment for the liberal 
cause in Boston and fuel for their conservative critics, it 
became essential for the Unitarian clergy to distance 
themselves from Alcott. 
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In a broader context, what brought Alcott and his 
Temple School down might be summarized in the following 
way: 
1. Alcott's views were simply too liberal even for 
liberal Boston. Had he not extended his Conversations 
to such controversial topics as the divinity of Christ 
and human sexuality, and especially not published them 
in a book (!), his story might have turned out very 
differently. We might have found him advising Horace 
Mann on common school pedagogy in the 1840s during his 
tenure as Commissioner of Education instead of 
withdrawing both psychically-- and geographically, 
first to Concord and then further west to the little 
farming community of Harvard where he isolated himself 
and his family at Fruitlands in 1842. Though there 
was less formal centralized control in Boston in the 
1830s than other places or other times, there were 
still in place powerful community norms which Alcott 
brazenly violated. The clearest indication of this 
fact was that his allies—the Unitarian clergy-- turned 
against him. 
2. The Temple School was a school of choice. When the 
school became unpopular, people "chose" to no longer 
attend. 
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3. Boston experienced an economic downturn in 1837. When 
Alcott's tuition rose dramatically—apparently from $15 
to $25 for the quarter—families must have thought 
twice about paying a premium tuition for a school of 
declining reputation at a time when money was getting 
tight. 
4. Bronson Alcott WAS the Temple School. The fortunes of 
the school rose and fell with his personal reputation. 
This made the school's prosperity highly volatile. In 
a any more conventional school setting with an 
overseeing board, a headmaster facing controversy 
could either be successfully defended or fired—either 
way the school would carry on despite the career of 
its headmaster. 
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CHAPTER 4 
QUINCY, MA, PUBLIC SCHOOLS, 1875-1880 
This chapter presents the second of three case studies. 
Like the Temple School case study of chapter three, this 
case study is written as a narrative, a telling-of-the-story 
of a particular school. Also like the Temple School 
narrative, it offers some informal analysis while leaving 
the formal analysis of all three case studies for chapter 
six. While some attempt has been made to present this case 
study in a manner parallel to the previous case study for 
ease of reading, the circumstances of each school are 
different enough that a perfectly identical format is 
impossible. Nonetheless, like the preceding case study, 
this one opens with a description of the social/cultural 
context of the school, then explores the origins of the 
period under review, and closes with a description of the 
aftermath. 
Introduction 
For an extended moment in the 1870s and 1880s, a strong 
liberal impulse took hold of the Quincy, Massachusetts 
Schools. At a time when Boston Schools and those of the 
communities within its orbit were succumbing to the 
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intellectually numbing forces of mechanization and mass 
production, the schools of Quincy managed to resist the 
gravitational pull and, for a period, provided the pupils in 
their care with a nurturing and intellectually stimulating 
environment. 
Why, at a time, when public schools were sadly falling 
in line with the industrial machine did Quincy buck the 
trend? What are the forces that helped sustain the Quincy 
movement for as long as it lasted? What are the forces that 
tended to erode it? 
Finally, what implications do events in Quincy relatively 
long ago carry for the fate of liberal educational ideals in 
general? 
A Climate for Liberal Reform 
The Adams family (of presidential renown) was, 
throughout the nineteenth century, a powerful force in local 
Quincy affairs where their family home stood. In the 1870s 
their energies converged on the School Committee with elder 
brother John Quincy Adams serving as Chairman and younger 
brother Charles Francis Adams, Jr. winning election to the 
committee in 1872. The event that seems to have catalyzed 
the Adams interest in the schools beyond merely overseeing 
them in the accustomed patrician manner was a new 
examination system established by fellow committeeman Henry 
Farnum Smith. In 1872, Smith proposed that the School 
Committee assume direct control of the end-of-term oral 
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examination of students, formerly conducted by teachers. 
The impetus for this action seems to have been a general 
disappointment among committee members with the poor 
performance of pupils in their school exhibitions. 
The committee's new policy was essentially an end run 
around the teaching staff, and committee members seem to 
have taken some delight in the procedure. In the memoir of 
a teacher who worked in Quincy at that time, we learn "how 
the Adamses seemed to enjoy questioning pupils in American 
history, when they found any able to think and to express 
what they know in an original, natural manner. But oh, what 
frowns were cast on the class when most of them answered in 
single words or in the stilted sentences of the text-book." 
(1) 
Farnum's examination system gave the committee members 
a direct window on student learning and confirmed what they 
had suspected about the low quality of education in the 
school system. Their lack of enthusiasm for the school 
system's work comes across in the Annual Report they 
submitted in 1873: 
"A retrospect of ten years will discover no 
very remarkable results. Ten year ago, so far 
as we remember, the children read and wrote and 
spelled about as well as they do to-day; and 
the fundamental rules of arithmetic were as 
thoroughly taught then as now. And at present, 
as in the past, most of the pupils who have 
finished the grammar course neither speak nor 
spell their own language very perfectly, nor 
read and write it with that elegance which is 
desirable. This immobility seems to show that a 
point has been reached which is near the natural 
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term of such force as our present system of 
schooling is calculated to exert." (2) 
The true depth of their disappointment, however, not 
only with the Quincy Schools but Massachusetts common 
schools in general, is signaled unreservedly by Charles 
Adams in a retrospective essay he composed several years 
later. "The school year has become one long period of 
diffusion and cram, the object of which is to successfully 
pass a stated series of examinations. This leads directly 
to superficiality. Smatter is the order of the day." (3) 
If "superficiality" and "smatter" were the order of the 
day, Charles Adams claimed to know where such thinking came 
from, namely, the mechanistic, highly centralized and batch 
process mentality of his increasingly industrial society, 
"the last new theory, so curiously amplified in some of our 
larger cities, that vast numbers of children should be 
taught as trains on a railroad are run, on a time-table 
principle,-- that they are here now, that they will be at 
such another point to-morrow, and at their terminus at such 
a date;-- while a general superintendent sits in his central 
office and pricks off each step in the advance of the whole 
line on a chart before him..." (4) 
Adams' reference to railroads was no casual allusion as 
he had spent ten years (1869-1879) as a railroad 
commissioner for Massachusetts. (5) He was well acquainted 
with the industry. What is curious is that, contrary to 
% 
% 
many leaders of his day, he did not adopt the ethos of 
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clock-like efficiency, mechanization, and centralized 
control so essential to the rail industry as the guiding 
ethos for social/institutional organization in general or 
for schooling in particular. It was, for Adams, a 
reasonable way to run a railroad but not a reasonable way to 
run a school. This conscious distancing says much about who 
Adams was. Though situated historically in the full current 
of the industrial revolution, his psyche seems to have been 
rooted in a pre-industrial, eighteenth century, agrarian 
America. While he acknowledged and even admired the power 
and efficiency of the factory system and the railroad in the 
production and distribution of goods, he seems wisely to 
have drawn a line between the ways of nineteenth century 
commerce and the means of good schooling. 
Adams' view of the world in this regard stood at odds 
with that of most school committee members of his day. All 
around him, school committees, peopled most often by white 
men who led local businesses, fully embraced centralization, 
bureaucracy, clock-based efficiency, and orderliness not 
just as values in the industrial workplace, but as ideals 
for their schools as well. To such men striving to be 
"modern," the values and practices of the industrial 
workplace were the wave of the future and needed as quickly 
as possible to be adopted by all social institutions, 
including the schools. 
Adams and his older brother did not share this view. 
There existed, therefore, the possibility that if thoughtful 
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leadership emerged within the schools, it would not be 
sabotaged, and indeed might find warm support from the local 
school committee. Such leadership appeared serendipitously 
in the person of Francis W. Parker. 
The Arrival of Francis W. Parker 
In 1875, the school committee advertised for the newly 
created position of "superintendent" of the Quincy schools. 
The notion of the superintendency had grown increasingly 
popular in Massachusetts schools at the time, and the 
Adamses, while not fully embracing the industrial order as 
the means to good schooling, nonetheless saw merit in the 
idea of a hired expert to organize the schools. Parker, 
recently returned from university study in Berlin and, 
jobless, answered the ad in person and immediately impressed 
the school committee, which had been unimpressed with 
previous candidates (6). He was quickly hired and became 
the first superintendent of the Quincy Schools. 
There was a strong compatibility between Charles Adams 
and Francis Parker. Both were from old line Yankee stock; 
both appear to have been psychically rooted in a rural, 
agrarian America. And though Adams was a blue blood while 
Parker had grown up in relative poverty in New Hampshire, 
they had come to a similar place in their feelings about 
schools. Charles Adams, schooled at Boston Latin and 
Harvard, imagined schooling ought to be conducted in the way 
he had experienced it and that the results in the school 
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children should be similar too. This meant small classes 
with lots of individual attention, capable teachers, and a 
pedagogy which nurtured the intellect. Parker, influenced 
by his own experiences as a young school master in New 
Hampshire and Ohio, had discovered early that children 
respond better to lessons that appeal to their curiosity and 
humor and are rooted in their own experiences. He found his 
instincts affirmed in his studies in Berlin where it is 
likely that he read Pestalozzi and Froebel. 
Parker Begins to Bring Change to Quincy 
The strength of the alignment between the Adamses and 
Parker is borne out by the success of Parker's first major 
policy move as superintendent in 1876 which was, 
surprisingly, to shorten the school year. Upon his 
inspection of the schools he had become concerned by the 
level of truancy. While he could have chosen to hire more 
truancy officers and stiffen the penalty for unexcused 
school absence, he instead reasoned that pupils were weary 
from a school term that wore on longer than they could 
endure. He, therefore, shortened the school year from 43 to 
40 weeks and created a trimester school year. 
He reported in his first Annual Report to the school 
Committee in early 1876, "The shortening of the school year, 
and its division into three terms, with vacations at the 
close of each, has, I think, -remedied this difficulty 
[truancy]..." (7) This single act and its warm acceptance 
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by the school committee are an extraordinary signal of the 
progressive instincts that drove both Parker and his 
committee. This was not a superintendent that wanted his 
workers at the factory for extended hours; Parker was, 
rather, an individual who understood children and sought to 
enhance their learning through an appeal to their 
developmental needs. A sharp rise in average daily 
attendance, which in 1874 hovered at 77% and by 1876 had 
rocketed to 95%, suggests the innovation was having a 
positive impact. (8) 
Improved attendance may have been due, also, to changes 
in classroom instruction which Parker inspired in his 
teachers. Parker's pedagogy did not embrace the industrial 
metaphor for learning, that is, a product assembly approach 
in which facts and subjects are attached to the child's mind 
like parts to a frame. Instead, children were rightly 
understood for the intelligent and imaginative beings that 
they are. Charles Adams reported: "The old 'dame school' 
disappeared at once. In place of it appeared something as 
different as light from darkness. The alphabet itself was 
no longer taught. In place of the old, lymphatic, listless 
'school marm,' pressing into the minds of tired and listless 
children the mystic significance of certain hieroglyphics by 
mere force of over-laying, as it were,-- instead of this 
time-honored machine-process, young women, full of life and 
nervous energy, found themsblves surrounded at the 
blackboard with groups of little ones who were learning how 
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to read almost without knowing it; — learning how to read, 
in a word, exactly as they had before learned how to speak, 
not by rule and rote and by piecemeal, but altogether and by 
practice." (9) 
Straying further still from the industrial ideal, 
Parker also altered student promotion policy to reflect the 
individualistic pace of student growth. Doing away with 
once-a-year exams, students were encouraged to demonstrate 
readiness for the next level at any time. He wrote in the 
1876 report to the School Committee, "Pupils are promoted 
whenever it is found, by examination, that they are well 
fitted to do the work of the next class above, without 
regard to the number of years they have attended school." 
(10) This departure apparently had an enduring impact as an 
analysis of student age by grade level conducted by one of 
Parker's successors in 1888 (nearly a decade following 
Parker's departure from Quincy) showed an age range of four 
to eight years for each grade level from "Primary D" (first 
year of school) where students ranged between five and ten 
years of age to "First Class" with students as young as 
fifteen and as old as twenty. (11) 
As Parker altered school practice, he also tended to 
public opinion. Sensitive to the overriding budgetary 
concerns of the community, Parker strategically reduced per 
pupil spending each of the five years that he presided as 
superintendent. The School'-Committee's Report of 1881 shows 
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spending declining steadily from $23.19 per pupil in 1875 to 
$20.81 in 1880, Parker's last year. (12) 
Budgetary constraints represented possibly Parker's 
greatest practical challenge to the effective enactment of a 
thoughtful pedagogy, since close attention to individual 
pupils requires an ample complement of teachers. The 
challenge was met with the establishment of a teacher 
training school, which infused the schools with a cadre of 
no-cost "assistants." This innovation seems to have 
resulted in an average class size in the Quincy Schools that 
was markedly less than many of its contemporaries. A 
superintendent from Lawrence, MA commented at a meeting of 
New England Superintendents in 1879 on the "reasonable 
number of scholars, say 10 or 12, constituting a class" in 
the Quincy schools, which he compares to "50 or 60.. too 
often the case in New England." (13) A visitor in 1883 
corroborates: "normal girls in nearly every room as 
volunteer assistants." (14) The impact on classroom 
learning must have been enormously positive as the student 
teacher ratio sank apparently as low as one fourth that of 
other New England school districts. At the same time, the 
low cost of the "assistants" did not strain the budget. 
The popularity of the training school grew with the 
increasing notoriety of Parker's work greatly easing the 
effort to bring in more teachers. B.G. Northrop, Secretary 
of the Connecticut Board of Education commented in 1880 that 
"the celebrity given to the [Quincy] schools... attracted 
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many pupil-teachers, volunteering to teach that they might 
thus learn the methods. In this way it was easy to divide 
each school into small groups of ten or twelve, and secure 
the constant activity of every child, and an unusual amount 
of individual teaching." (15) 
The success of Parker's efforts seems to have been due 
in no small measure to Parker's personal charm. One 
contemporary wrote, "What does he do? How does he do it? 
He actually superintends,-- not by means of reports and 
blanks and orders from the office, but by being a living 
presence in every school-room; and, more than that, by being 
a living power in the thinking of his teachers by his 
philosophical training-work with them." (16) Another 
commentator wrote, "... we see in Quincy a beautiful 
development of freedom and inventiveness in the teacher, 
which comes from the familiar and human way in which these 
methods are put to them by their superintendent." (17) In 
fact, contemporary appraisals of Parker create the portrait 
of a man who was robust, energetic, optimistic, good- 
humored, and gentle with children-- a natural teacher and 
leader of teachers. As late as 1900, even as Parker's ideas 
had slipped nationally from the spotlight, a twenty-fifth 
anniversary celebration of Parker's arrival in Quincy, 
prompted a page one story in the Quincy Patriot that 
lionized Parker as civil war hero, transformer of 
classrooms, child prodigy, you name it. (18) The 
celebration was sponsored not by the School Committee or the 
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municipal government, but interestingly by the Quincy 
Teachers Association bearing testimony to Parker' s enduring 
appeal among the women and men he had led. 
Parker's success with his teachers was due perhaps in 
part to the departure of those he did not get along with. 
While school committees of the day seem to have made a habit 
of complaining about teacher turnover (perhaps as a way of 
explaining the disappointments they felt with their 
schools), Quincy also experienced its share of steady 
turnover throughout Parker's superintendency. (19) Whether 
teachers were leaving out of dislike for Parker's ways or 
reasons unrelated, their departure, together with the rising 
notoriety of the Quincy schools, ensured that with each 
year, Parker's teachers were ever more enthusiastically 
behind their leader as, with each year the percentage of the 
staff personally hired by Parker grew. 
Parker was as popular with the community as he was with 
the teachers. Far more the populist than either of the 
Adamses could ever hope to be, he was admired by the working 
class families of Quincy's stone cutting industry as a man 
of humble origin, heroism in battle (he was after all a 
wounded veteran officer of the civil war), and "hard knocks" 
education. His very persona communicated credibility with 
townspeople and he was to at least some extent active in 
town affairs outside the schools. (20) 
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Word Spreads of Change in Quincy 
An additional crucial ingredient in the Quincy success 
was the promotional work carried out by Charles Adams. An 
already established public commentator on issues of the day, 
Adams became a public relations machine for Parker and what 
he termed "the new departure" in Quincy. In the spring of 
1879, he presented a speech for the Association of School 
committees and Superintendents of Norfolk County (MA) which 
was re-printed elsewhere and became widely referenced as 
"The Quincy Method" gained a national reputation. The 
highly influential Adams also saw to it that articles were 
placed prominently in newspapers in New York, Boston, and 
Chicago, often writing the articles himself. The New 
England Journal of Education, the leading professional 
journal of the day shows fourteen citations for either 
"Parker, F.W." or "Quincy" during the years 1879-1880. For 
a single (non-city) school district to attract that many 
citations in a single publication is remarkable. (21) 
Notoriety for the Quincy schools seems to have reached 
a peak in 1880 and 1881. Some thirteen thousand visitors 
observed classes in Quincy's six school buildings in 1881 
alone. While visitors remained a regular feature of school 
life after that, by 1885 the number of visitors had fallen 
to (a mere!) 5,271. (22) 
Parker's departure in 1880 as the Quincy schools were 
riding the crest of a wave of popularity was prompted by an 
offer of more money and the likelihood of greater influence 
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as a supervisor in the Boston School System. After five 
years of stunning success in Quincy, Parker likely felt he 
had largely completed a job well done and yearned to move 
on. 
Factors in Parker's Success 
The success of Parker's ideals in Quincy between 1875 
and 1880 seems to have been due to several factors. 
1. The liberal idealism of the school 
committee. This was something of an anomaly 
among school committees of the day and reflected 
the patrician standing of the committee's 
leading members, John Quincy Adams II and 
Charles Francis Adams, Jr. as well as their 18th 
century agrarian roots. Far more common to the 
era were committee members who admired 
industrialization and corporate hierarchy not 
only in the workplace but as the guiding 
metaphor for other social institutions, 
including their schools. 
2. The power of the Adams family. The Adamses 
ruled Quincy. When Charles Francis Adams took 
to the floor of town meeting in 1875 to argue on 
behalf of the proposed superintendent's salary, 
he was able to assert that the increased tax 
burden would be born mostly by his family! (23) 
Adams wealth, fame, and impeccable family 
114 
credentials ensured their dominance of local 
affairs. 
3. The school committee's dissatisfaction with 
the schools. This was heightened by the exam 
system that brought them into direct contact 
with pupils and their (lack of) learning. 
4. The serendipitous appearance of Francis 
Parker. This was a lucky break for both Parker 
and the Adamses, completely unplanned and 
utterly fortuitous. 
5. The alignment of the Adamses' and Parker's 
educational views. For a superintendent to have 
the whole-hearted support of the school 
committee and for a school committee to have 
such enormous faith in their superintendent is a 
powerful dynamic. 
6. Parker's political savvy. Parker knew that 
educational philosophy, no matter how 
impressive, would not carry the day if it was 
costly. He wisely kept spending down. Parker 
was also a master of practical problem solving. 
Because his budget would not allow for the 
hiring of a sufficient number of teachers, he 
opened a teacher training school and filled the 
classrooms with eager (and unpaid) assistants. 
7. Parker's personal charm and ability as a 
leader of teachers. The frequency with which 
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this quality is cited suggests its importance 
should not be underestimated. 
8. The slow accrual of teachers in support of 
Parker's methods. In this way, staff enthusiasm 
for Parker's innovations grew with time. Also, 
as Parker's proteges moved on, support for his 
methods spread with them. 
9. An effective public relations effort led by 
C.F. Adams. Success feeds itself. Adams' 
press blitz brought visitors, and the 
presence of thirteen thousand visitors in one 
year to the Quincy schools must have been 
impressive and persuasive testimony to the 
people of Quincy that something important was 
going on and that their children were 
benefiting. No doubt, a powerful Hawthorne 
effect kicked in, further enhancing the 
quality of learning. The army of visitors 
attracted further press attention and a self- 
perpetuating public relations machine was 
thus established. 
10. Though Parker challenged the dominant 
pedagogy and class-based expectations around 
liberal education, he did not challenge 
ruling beliefs regarding religion, race, 
gender, and ethnicity: His failure to do so, 
was likely a factor in his "success." At the 
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same time it is a signal of the limitations 
of his reform. 
At the heart of the Quincy success was a pedagogy that 
embraced a humane, organic view of child development that 
stood starkly at odds with the mechanistic, batch production 
mentality of the day. More than a pedagogy, it was a 
fundamental anschauung asserting that people and human 
institutions are fundamentally different from widgets and 
widget production. Adams and Parker together asserted this 
view from their positions of leadership in both large and 
small matters, day in and day out. In sum, a liberal 
idealism prevailed in Quincy against all popular trends due 
to the presence of a capable, liberally-minded school leader 
who had the backing of a powerful aristocratic dynasty. 
Parker's Mixed Legacy in Quincy 
It is encouraging to observe that even with Parker's 
departure in 1880, there seems to have been a certain 
resiliency to the Quincy School's humane approach to 
schooling. Two successive superintendents Sylvester Brown 
(1880-1883) and George I. Aldrich (1883-1890) retain in 
their annual reports, at least, the language of thoughtful 
schools. Aldrich, for example, writes in his 1884 report, 
"It has been shown that a school in which the utmost 
uniformity of position is to be seen, and deathlike 
stillness prevails may not be’ a well-governed school. The 
constant aim has been to give pupils such a degree of self- 
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control as would enable them to govern themselves." (24) No 
doubt, the continuing presence of at least one Adams on the 
Quincy school committee as late as 1882 as well as the 
family's omnipresence in community affairs played a 
significant role in the endurance of Quincy's humane and 
thoughtful approach to schooling. 
A different story, however, unfolded in the treatment 
given to Parker's work in Quincy by the national education 
establishment. Here both professional jealousy and a 
reductivist impulse seem to have seized on Parker's work. 
As early as 1879, when Quincy's notoriety was beginning to 
peak. Superintendent Littlefield of Lawrence, MA, addressing 
a meeting of the New England School Superintendents in 
Boston, issued a scathing attack on the Quincy work: 
"One of the effects of this radical desire for a 
change was the late outcry against all text¬ 
books; an order of things which presumes that 
every teacher is a professor in all departments 
of knowledge; a system which would tend to 
withdraw the pupils from the habit of studying 
by themselves from books, relegating them back 
to the time before printing was established, 
when all information was obtained from the 
orators of the time, a very unsatisfactory 
method for the present day.... I have tested 
the matter thoroughly, and find that it is 
impossible for the most effective oral 
instruction to leave accurate impressions on 
youthful minds." (25) 
Littlefield also roundly criticizes "object teaching, 
which he attributes to Parker, identifying the 
"...damaging ef fects. . .■* that the scholars are 
unable to grasp the meaning of statements, 
propositions, etc. until after they shall have 
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been repeated again and again; that they are 
readily discouraged by obstacles, and are 
constantly referring to their teachers for 
explanations, seeming by habit to lean on their 
teachers whenever difficulties occur, and seem 
incapable of deep, persistent, victorious 
thought and of hard, methodical, protracted 
study." (26) 
Indeed, Littlefield carried on in this vein for quite a time 
judging from the account in the Journal of Education. The 
backlash to Parker's work, of which Littlefield's commentary 
is typical, tends to misrepresent Parker's ideas, to over 
simplify them so that they become less defensible. For 
example, W.T. Harris, Superintendent of the St. Louis, 
Missouri Schools (and later United States Secretary of 
Education) commented at the Annual meeting of the American 
Institute of Instruction in Saratoga Springs, NY in July of 
1880, 
"When setting up the oral method against the 
text-book method, we must remember that the 
knowledge of the world is six thousand years 
deep, and all human activity that does not base 
itself upon this cannot expect to be 
successful. It is heresy to make the pupil 
depend exclusively upon the oral utterances of 
the teacher, and thus tend to deprive him of 
the printed page, the medium through which 
history speaks to us." (27) 
Parker never said to do away with books, only to minimize 
use of textbooks to avoid rote learning and maximize use of 
library books that children would select themselves thereby 
heightening student interest. 
While some urban superintendents whined with jealousy, 
others dismissed the Quincy work as no different from what 
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many other schools were doing. An editorial in the New 
England Journal of Education, commenting on Charles Adams' 
recent speechifying about Quincy reads, 
"Mr. Committee-man, C.F. Adams, Jr., is a 
striking illustration of a good deal we now see 
in the treatment of school questions by 
distinguished laymen and the press. Of the 
great revolution in American schoolkeeping, 
especially in New York and the West, during the 
past twenty years; of the rapid progress of New 
England, notably Massachusetts, in the best 
methods of instruction during this period; of 
the work actually being done by numbers of 
admirable teachers and superintendents in his 
own portion of the country, his ignorance is 
monumental." (28) 
Finally, the national response by the education 
establishment to the Quincy work was predictably reductive. 
Through the 1880s, commentary on Quincy increasingly 
explains Quincy's successes as the product of a simple 
formula. Parker's work is referred to as "The Quincy 
Method." An unfortunate and, perhaps, naive term coined by 
Charles Adams himself, it quickly became, to the larger 
world, the hook upon which everything in Quincy was hung. 
The chief components of the Quincy method were identified as 
1) the hiring of a superintendent; and 2) employment of 
"the object method" of instruction. 
Parker, himself, railed against this effort to reduce 
the Quincy work to a formula, or for that matter even to 
suggest it represented anything new. As early as 1878, he 
wrote it was neither a "method" nor "new-fangled". (29) 
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This reductivist view is consistent with both the growing 
industrial metaphor for common schooling and the obvious 
professional jealousy felt by Harris and other 
superintendents over the positive attention Parker received 
for his work. 
Implications 
Today, the industrial mentality is more deeply embedded 
in the culture even as the means of production in the United 
States are shifting in significant ways away from the 
centralized, product assembly, mass production mode of the 
industrial era. The citizens of Quincy, though caught up in 
the industrial order in the 1870s, were still but a 
generation or two removed from an agrarian society and the 
cultural imprint of the industrial world had not fully 
blunted their imagination. Today, the industrial system 
serves as the dominant metaphor for social organization. 
Thoughtful school people who advocate for humane schools 
must fight a deeply embedded popular conceptualization of 
schooling that includes not only industrial thinking but the 
"successful" application of industrial thinking to schools 
going back now several generations. For the vast majority 
of Americans today, it is hard to imagine something else. 
Nonetheless, the factors that promoted Quincy's success have 
relevance today. 
Just as the Adams family provided money and 
respectability for Parker, so philanthropic organizations 
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today can leverage the impact of humane and thoughtful 
school causes. Such national efforts as the Coalition of 
Essential Schools and The Annenberg Institute for School 
Reform have benefited from the largess of private 
foundations. 
Thoughtful and imaginative school leaders, too, remain 
essential to the promotion of liberal schools. Examples 
such as Ernest Boyer, John Goodlad, Theodore Sizer, and 
Deborah Meier have succeeded in effecting large scale change 
through a combination of wisdom, charm, political savvy, and 
a deep personal commitment to the lives of children. At the 
school level, faculty self-selection continues to be a noted 
condition for effective learning communities. Also, 
various approaches to reducing class size and/or student 
load, are repeatedly cited as significant forces behind 
improved learning. 
In the same way that the education establishment 
trivialized the Quincy work through its reductivist 
tendencies, so thoughtful movements today are frequently 
reduced to a formula. For example, the principles of the 
Coalition of Essential Schools are widely misrepresented as 
a "model" for school change. Means of thoughtful school 
improvement, such as block scheduling, performance-based 
assessment, interdisciplinary instruction, advisory 
groupings, and more, are confused with ends and are promoted 
recipe-like as fixes which are as "sure" as they are 
mindless. 
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Perhaps the most important understanding to take from 
the impressive accomplishments of the Quincy schools so long 
ago is to heed Francis Parker's warning that we not view the 
work there as a method or a system but as the natural 
consequence of thoughtful and humane reflection by those 
adults most closely involved in that institution where 
childhood and formal education intersect. Indeed, the 
Report of the Quincy School Committee for 1881 summarizes 
well Parker's legacy in its commentary on Parker's impact on 
the schools over the five years he served as superintendent. 
"He found them machines, he left them living organisms." 
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CHAPTER 5 
BEAVER COUNTRY DAY SCHOOL, 1933-1941 
This chapter presents the third and final case study. 
Again, the case study is offered as a narrative telling-of- 
the-story of a particular school. Again, informal analysis 
is woven into the narrative while formal analysis for all 
three case studies appears in chapter six. 
Introduction 
Liberal pedagogy does not necessarily imply a 
commitment to liberal politics as the case of the Beaver 
Country Day School neatly illustrates. Established in 1920 
in the posh Chestnut Hill community just west of Boston, 
The Beaver School was founded on explicitly "progressive" 
principles and recruited as its first headmaster one of the 
leading American Progressive educators of the day. It also 
became a premier exemplar in the Eight Year study of the 
Progressive Education Association during the 1930s and came 
to be regarded generally as one of the most progressive 
among progressive schools. As'a girls' school it also 
served to extend the impact of an intellectually powerful 
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education to female students. Many of Beaver's early 
graduates went on to take their places in society with 
confidence and imagination. At the same time, however, 
Beaver drew largely from the ranks of Boston's elite white 
families, served as a bastion of Republican values in the 
age of FDR and offered scant scholarship assistance for the 
less affluent, while exacting a hefty annual prep school 
tuition. Its progressive principles apparently extended 
only so far. 
Nonetheless, Beaver Country Day School's longevity (it 
continues in operation with current enrollments strong and 
a growing endowment under the energetic leadership of 
headmaster Peter Hutton), as well as its evolving social 
agenda (the school now includes a significant percentage of 
students and faculty of color) may offer some clues about 
the ability of progressive schools to survive over the long 
term and the ability of blue blood liberalism to take steps 
toward a more inclusive embrace of society. 
The founding of Beaver Country Day School 
The Beaver Country Day School began as an effort by 
several prominent Boston families to provide continued 
schooling for children (including their own) who were then 
enrolled in a small, private kindergarten and primary 
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school located at 9 Beaver Place in Boston. The children 
were growing older and their parents worried that the 
offerings of Boston's private schools of the day would be 
too stifling for their taste. Might the little school on 
Beaver Place be expanded beyond its current third grade 
class, they wondered? The idea found support among other 
parents, and to help forward the emerging project, the 
group invited Eugene Randolph Smith of Baltimore, a 
prominent "progressive" educator of the day, to give a talk 
at the home of one of the parent leaders. To have 
attracted a figure of such prominence to speak in such an 
intimate venue underscores the relative prominence and 
social influence of the families involved. 
After Smith's visit in April of 1920, the idea took 
off. A headline in the Boston Evening Transcript from 
February 1921 announced, "Another Country Day School for 
Boston," (1) and the new school, which found a home in the 
fashionable Chestnut Hill neighborhood, commenced its first 
term that year with a plan to enroll students from grade 
four through high school graduation.(2) 
From its inception. The Beaver Country Day School 
reflected liberal pedagogical ideals (as defined in chapter 
two). In the historical moment of Beaver's founding, the 
torch bearer of those ideals was the Progressive education 
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movement. As one of its leading exponents, Eugene Randolph 
Smith was successfully wooed by the Beaver parents to leave 
his post as head of the famous Park School in Baltimore to 
lead their new venture in posh Chestnut Hill just three 
miles west of Boston but just far enough from the urban 
scene to earn its "country day school" designation. 
As an educator, Smith stands squarely in the liberal 
tradition with Rousseau, Froebel, Alcott, and Parker. Yet 
his words also signal the early twentieth century ideas 
that Progressivism packed around the ideological core of 
its liberal forebears. His speech that April evening in 
1920 extoled the genius of children, the importance of free 
play, and the role of the teacher, not as imparter of 
knowledge but as facilitator of learning. (3) His speech 
also invokes the use of standardized tests to measure 
intelligence as well as other "scientific" advances to 
guide instruction and assessment. Early literature from 
the School also shows this blending of traditional liberal 
ideals with an emerging science of education. The 
Prospectus of BCDS from 1923 reads like a description of a 
Froebelian kindergarten: "The teachers will guide and use 
the interests and impulses of childhood rather than repress 
them. Much of the work will .be founded on the pupils' real 
or imaginary participation in each situation, rather than 
130 
on an assignment of rote lesson to be subsequently heard in 
formal recitations." (4) 
At the same time, the school put Progressivism's 
commitment to the new science into practice. The same 
brochure also proclaims: "It has been conclusively proved 
that the unguided opinions of teachers as to the progress 
of their pupils are very inaccurate. The Beaver Country 
Day School will therefore check the opinions of its 
teachers by the use of standardized tests which have been 
given to many thousands of school children." (5) Though 
standardized tests were applied, including IQ tests, The 
Beaver School prided itself on that fact that selection was 
not based on IQ test results. Promotional literature from 
this early period boasts that Beaver, "is one of the few 
schools which is trying to educate girls of varying 
abilities." (6) 
Beaver quickly cemented a favorable reputation as a 
"progressive school." An internal document entitled, 
Professional Activities of the Beaver Country Day School, 
during the first half year, 1924-1925, talks about many 
visitors from as far as India and Belgium. It notes also 
that the headmaster had been invited to give summer courses 
at Harvard and New York State Normal College and lectures 
at many civic and educational organizations around the 
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country.(7) From ths sumo Grs, on orticls in Ths Cambridge 
Tribune (7/30/1927 no page number appears) reads "A rather 
unique educational enterprise, prospering wonderfully...hopes 
to make a substantial contribution to education by reason 
of the greater latitude of its training, and closer 
attention to the well rounded development of a child than 
is possible in the more rigid public school system." (8) To 
some degree, the new school was also intended as a 
demonstration site, a kind of laboratory for dissemination 
of progressive practices. A group of Beaver Teachers who, 
in the early 1940s authored a history of the school, write 
that the founders "thought there was a need in that 
locality for a demonstration school of a progressive 
'Country Day School' type."(9) Interestingly the same 
volume also points out that as part of its "demonstration" 
role, Beaver Country Day School established a teacher 
training program with "16 to 25 college graduates in its 
apprentice group each year." (10) For a school of such 
small size, so many teacher trainees must have brought 
enormous relief to the school's operating budget while 
driving average class size to enviably low numbers. The 
same document identifies home rooms with typically twenty 
students and subject classes with twenty "or fewer." Small 
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classes no doubt furthered the progressive ideal of 
individualizing learning. 
Progressive in Pedagogy but not in Politics 
But Beaver's progressivism went only so far. Though 
it proudly trumpeted its alliance with progressive 
education principles, it clearly did not ally itself with a 
progressive social agenda. Tuition, though not as high as 
other private schools of the day, was nonetheless set well 
beyond the reach of the middle and lower classes at $450 
per year for the lower school and $500 for the upper 
school. (11) Also, the founding families represented 
Boston's liberal upper crust. The Boston Evening Transcript 
article cited above leads with "Prominent Boston men and 
women have interested themselves in this new school..." (12) 
The Cambridge Tribune article, also cited above, discusses 
the location of the school in the "delightful section of 
the aristocratic Brookline district of greater Boston," 
(13). It mentions also that while the Educational Advisory 
Board had originally been chaired by Charles W. Eliot 
(deceased as of that publication) it presently included 
luminaries from Harvard, Bryn Mawr, and Johns Hopkins. 
Further insight into the politics of the Beaver School 
community is revealed in a straw poll conducted by student 
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editors of the school's literary magazine for the 1936 
presidential election. Results showed 139 for Landon; 45 
for Roosevelt; 8 for Thomas; 2 for Lemke; 1 for Browder. 
Student opinions, of course are not necessarily 
representative of parent opinions except that, in this 
case, the editor reporting these results notes, "Very few 
of us have made up our minds for ourselves. What our 
families believe we believe... What we hear at the dinner 
table we accept as our gospel, unquestioned." (14) Landon 
was the Republican candidate in 1936 against FDR. He had a 
reputation within the Republican Party as a progressive in 
the Teddy Roosevelt tradition of fighting corruption and 
had campaigned for Teddy Roosevelt in 1912. As a centrist 
within the Republican party, he was the Republican's best 
chance against a strong incumbent FDR. Landon lost with 
just 37% of the popular vote, 8 electoral votes, and 
carried only Maine and Vermont.(15) In the midst of FDR's 
sweeping progressive social reforms, Beaver's 
"progressives" were clearly not on board. 
The school's myopia in matters of social justice is 
apparent also in its faculty's assessment of opportunities 
for service by students to the greater community. In the 
historical essay cited above., the authors lament, "The 
school finds itself handicapped in respect to providing 
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actual participation in out-of-school community life. It 
is located in one of the most completely serviced towns in 
the United States... Consequently... it cannot find much that 
is genuine in the line of actual service to a community." 
Had the faculty been paying attention to the devastating 
effects of the great Depression on families and 
neighborhoods three miles down the road (just a short bus 
ride away) in Boston proper, they surely would have found 
service opportunities galore! 
Perhaps most damning of all is the transcript of a 
session held in 1946 by a Boston University professor with 
members of the Beaver community. The following exchange 
speaks volumes: 
"[Prof. Mahoney]: Democracy is the kind of society in 
which free men strive to the end that all may share 
equitably" 
Miss Clendinin: Private schools have a difficult 
problem. How can we justify the denial of intermingling? 
Ans.: Don't worry too much. It is a justifiable fact 
of liberty. 
After a few further remarks the meeting was 
adj ourned." 
(16) 
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The Beaver School's politics is also evident in the 
school's curriculum, documented carefully in Volume Five of 
the Eight Year Study. (17) According to this review of the 
school through the 1930s, the curriculum focused heavily on 
literature and the arts. Specific descriptions of 
coursework show no inclination toward art of a socially 
critical nature. Courses in math and science show less 
emphasis. At the same time, however, "Preparation for 
Citizenship" is described as a course that the school, "has 
always believed in... and has tried increasingly to 
emphasize..." (18) Also, social studies was required each 
year through graduation culminating in a course emphasizing 
"contemporary American problems."(19) The pattern seems to 
be a fairly tepid endorsement of liberal values while 
avoiding any substantial challenge to dominant beliefs 
about gender. 
The Beaver School and The Eight Year Study 
In 1932 when the Progressive Education Association 
embarked on what became the landmark Eight Year Study, 
Beaver was well positioned to play a role. As an already 
prominent progressive school it quickly rose to the top in 
a careful selection of thirty schools from 250 that were 
nominated to participate in the study. As the study got 
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underway, participation stimulated the Beaver faculty to 
more deeply and energetically embrace its progressive 
pedagogical ideals as well as push students hard to higher 
levels of achievement. Successive reports from the Eight 
Year study heralded Beaver as particularly noteworthy for 
its student achievement and the final reports measuring 
success in college showed Beaver graduates performing 
exceptionally well.(20) 
But like the Beaver School, the Progressive Education 
Association displayed a commitment to progressive pedagogy 
without a concomitant commitment to a progressive social 
agenda. Among the thirty schools in the study there is no 
school serving predominantly black students, nor is there a 
school serving predominantly lower class students. Such 
absences might be excused by the fact that the study 
focused on college admissions and such schools would tend 
to not have high interest in college education, but the 
mere fact the Progressive Education Association chose to 
focus on the issue of college admissions, proscribed any 
interest in schools serving poor and minority student 
groups. 
Neither may the Progressive Education Association be 
excused from this oversight by an assertion that the 
consciousness of the times excluded such considerations, 
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for within the PEA itself there was at least one very 
prominent voice asserting a strong progressive social 
agenda. George Counts delivered a speech at the annual 
meeting of the PEA in 1932 that was later widely 
pamphleted. In his "Dare the Schools Build a New Social 
Order?" Counts attacks the self-satisfaction of the liberal 
elite that he viewed as the substance of the Progressive 
movement, "who, in spite of all their good qualities, have 
no deep and abiding loyalties, possess no convictions for 
which they would sacrifice over-much, would find it hard to 
live without their customary material comforts, are rather 
insensitive to the accepted forms of social injustice, are 
content to play the role of interested spectator in the 
drama of human history... [and so on!] (21) pp. 5-8..." 
Beaver's costly private school tuition, its singularly 
white, upper middle class constituency, and its apparently 
Republican leanings place it squarely in the cross hairs of 
Counts' sharp analysis. 
At the same time, it should be noted that the Beaver 
Country Day School was a leading member of the Thirty 
Schools' Study. More than any other member of what is 
still the most comprehensive longitudinal study of high 
school achievement in the United States, Beaver 
demonstrated that progressive pedagogy may result in 
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positive student achievement across a wide range of skills 
and habits. (See chapter two) 
The Beaver School After the Eight Year Study 
What was the fate of this exemplary "progressive" 
school, hatched from an explicitly progressive movement and 
affirmed in its effective pedagogy by the Eight Year Study? 
Shortly after the Eight Year Study was concluded, a 
combination of internal and external events tugged Beaver 
away from its pedagogical center and nearly wiped out the 
school. Though the school was able to survive the 
Depression years financially, the war years seem to have 
hit the school hard. By 1945, it was near bankruptcy with 
declining enrollments and imminent foreclosure on a 
$262,000 mortgage. At the very brink of the abyss, Beaver 
parents and alumni stepped in and raised enough money to 
refinance the school's mortgage and set it back on a 
viable, though still shaky course. Because of the school's 
prominence, its near demise caught the eye of Time Magazine 
editors who offer an interesting analysis in their December 
24, 1945 issue. The entire article reads as follows: 
Like Beavers [headline] 
The Beaver Country Day School was founded when 
John Dewey's ideas on progressive education were 
rearing their bumptious little heads. 'Education 
generally was a pretty stale dish,' recalls its 
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headmaster. 'Green mold is not limited to 
penicillin. Many a school has flourished in mold 
and called it tradition.' 
Beaver School for girls started in a stable 
on Boston's proud Beacon Hill, now inhabits a 
million-dollar home in suburban Brookline. Not 
quite so "progressive" as it once was, Beaver 
draws a set of well-heeled bobby-soxers (42 of 
Boston's current crop of 130 debs are Beaver 
girls) and succeeds pretty well in making 
scholars of them. But Beaver only paid off 
$10,000 of its $262,000 original mortgage. Last 
month, a Boston bank, tired of the green mold 
forming around Beaver's I.O.U.s, threatened to 
foreclose. One alumna dumped her four children 
in the back of the car, made the rounds of 
friends to solicit funds. 
Last week Beaver girls, past and present, 
gathered to celebrate the 25th anniversary of the 
school's charter and to learn whether there would 
be 26th. There would be. Working like their 
namesakes, loyal Beavers had saved their school 
by raising $105,000 in three weeks. (22) 
In chronicling the school's near financial demise, the 
Time article also hints at cracks in the school's 
pedagogical foundation. This is confirmed in research by 
Frederick Redefer of the schools of the Eight year study in 
a doctoral dissertation at Teachers College, Columbia 
University, completed eight years after the original study 
ended. Reviewing the state of each school. Redefer found 
among the subject schools in general and at Beaver in 
particular, most of the progressive pedagogical gains had 
been lost. Beaver, he writes "in the words of the present 
headmaster, has the same drive but with mastery of skills 
and acquisition of facts stressed. Or as one faculty 
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member reported, the school now has greater efficiency in 
meeting college requirements." (23) 
Discussion 
Interestingly, The Beaver Country Day School managed 
at least as an institution to survive through success and 
calamity, and has continued to this day. As of this 
writing, the school is headed by Peter Hutton who is in the 
process of bringing the school back to its original 
pedagogical principles and, in contrast to the school's 
founders, is seeking to bring racial and class diversity to 
the student body as well as greater racial diversity to its 
faculty. The school has made significant gains on both 
fronts with some 30 percent of students receiving financial 
aid, 18 percent of the student body and 18 percent of the 
faculty people of color as of this writing. (24) 
Conclusion 
With Beaver during the 1920s and 1930s, we see the 
triumph of David Tyack's " pedagogical progressivism," that 
is, a focus on a liberal pedagogy within an elite class 
without a concomitant focus on the larger social context 
nor a commitment to social justice. Beaver Country Day 
School could have been the poster school for the sort of 
attack leveled by George Counts. Wealthy, liberal in 
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outlook as long as middle class comforts were not 
threatened, Beaver succeeded in liberating the intellects 
of the already liberated class. At the same time, however, 
Beaver introduced the rigor of academic training more 
typically reserved for boys to an all-girls student body. 
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CHAPTER 6 
ANALYSIS 
This chapter looks analytically at the case studies 
presented in narrative form in chapters three, four and 
five. The purpose of the analysis is to identify patterns 
in the successes and failures of all three schools. In 
order to establish a basis of comparison among the schools, 
a single set of questions is applied to all three schools. 
The questions have been formulated to get at the essential 
shaping forces in the life of a school. The questions are 
as follows: 
Analytical Questions 
1. What is the evidence in statement and 
practice of the school's commitment to 
educational liberalism? 
2. What is the governing board of the 
school? Who makes it up? What are 
their beliefs? What potential resources 
and liabilities do they bring to the 
democratic pedagogy of the school? To 
whom are they beholden for their 
positions? 
3. Who is the head of the school? What are 
his/her belifs? * What power does he/she 
wield over the school? What limits 
his/her power? 
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4. Who are the teachers? What are their 
beliefs? How are they selected?How do 
they teach? What roles do they play in 
the life of the school beyond the 
classroom? 
5. Who attends the school? How is 
attendance determined? 
6. How is the school funded? What factors 
might enhance or curtail funding? 
7. What governmental forces are in play in 
the school's life? 
8. What forces shape the public image of 
the school? How does the public image 
in turn shape the school? 
9. What are the broader historical 
circumstances in which the school is 
set? What are the times like 
economically (e.g. boom times, 
recession)? What is the temper of the 
times politically and culturally (e.g. 
conservative, liberal)? 
10. What are the school's institutional 
ties? What are the attachments to 
organizations, governmental entities, 
powerful individuals, that lend 
credibility and purpose? 
11. Does the school display a commitment to 
inclusiveness? How does its commitment 
or lack thereof foster or corrode its 
liberal pedagogy? 
In the analysis that follows, each question is 
presented in the order above. After each question. 
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analysis is offered for each school. The analysis provided 
in this chapter develops understandings which inform the 
discussion in chapter seven, the final chapter. 
l.What is the evidence in statement and practice of the 
school's commitment to educational liberalism? 
A liberal educational philosophy stands behind all 
three schools in this study. It shines distinctly through 
the wealth of sources by which we, in the twenty first 
century, know these schools. A brief summary of evidence 
presented in the case study narratives serves to remind us. 
The Temple School: As an outgrowth of Unitarianism and 
Transcendentalism, Alcott's school stands squarely within a 
liberal tradition. Unitarianism's commitment to free 
thought as well as its rejection of the notion of human 
depravity provide its essential liberal credentials. 
Transcendentalism's historic links to European romanticism 
make it a direct heir to the liberal tradition that spawned 
such thinkers as Rousseau and Froebel. Alcott's 
intellectual and spiritual roots therefore are distinctly 
liberal. His writings and those of his contemporaries bear 
this out. Alcott's journals and books as well as Peabody's 
chronicle of the school make explicit the liberatory tenets 
at the heart of the school. Alcott's faith in the child s 
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imagination and the extended silent periods and journaling 
were efforts to draw out the child, an "unveiling of the 
soul." In addition, the rejection that the school 
experienced serves, ironically, as further evidence of its 
commitment to liberal commitments. Families began to 
withdraw their children afterall because Alcott's 
liberalism extended to the questioning of religious 
doctrine and sexual mores, forcing his students to grapple 
with "improper subjects." 
The Quincy Schools: In the case of Parker's 
superintendency in the Quincy schools, there is likewise 
ample evidence and a distinct absence of indications to the 
contrary as to the liberalism of Parker's pedagogy. 
Parker's thinking as it emerges from his published works 
secures his place in the lineage of liberal educators. His 
statements about the beauty and strength of the child's 
imagination, his condemnation of rote learning and his 
overarching Theory of Concentration are all examples. 
Parker's efforts throughout his career make plain that he 
walked the walk even as he talked the talk. From his 
discovery as a young school master that children respond 
better to humor and praise than scolding, to his insistence 
on related practices by teachers under his supervision in 
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Quincy, to his work at the Cooke County Normal School, 
Parker shows himself committed to the child's relatively 
free exploration of the world . Likewise, contemporary 
accounts of Parker and his work assume his liberal 
affiliation. Whether it's the admiring observations of 
Lelia Patridge or the frowning criticism of superintendents 
writing in the New England Journal of Education, Parker 
clearly stood for liberal values and practices. 
The Beaver School: Designed explicitly as a "progressive" 
school, Beaver set out deliberately in 1920 to serve as a 
demonstration school for liberal educational practices 
manifested in the Progressive school movement. The long 
tenure of Eugene Randolph Smith as Beaver's headmaster 
cemented the school's liberal foundation since Smith was a 
devout progressive and known widely as such. In addition, 
Beaver's selection as one of just thirty schools for the 
Progressive Education Association's seminal study as well 
as the documentation surrounding its participation provide 
ample evidence of its liberal educational commitments and 
practices. 
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2.What is the governing board of the school? Who makes it 
up? What are their beliefs? What potential resources 
and liabilities do they bring to the democratic 
pedagogy of the school? To whom are they beholden for 
their positions? 
The Temple School: The Temple School in both its 
conceptualization and execution was highly idiosyncratic in 
that it was almost solely Bronson Alcott's creation. Its 
fortunes rose and fell with that of its founder. There was 
no governing board per se. Nonetheless, a loose network of 
Boston intellectuals, mostly liberal clergy laid both their 
blessing and sanctions on the school. The support of such 
figures as Channing drew pupils to the school in 1834 and 
1835. When these same figures reacted critically to 
Alcott's "conversations" as well as his published accounts 
of the school in 1836 and 1837, families withdrew so many 
pupils that the school first had to retreat to the basement 
of the Masonic Temple, then to a new location altogether 
and finally, it ceased to exist. 
The loose network of clergy served as a powerful board 
whose business was conducted in public through sermons, 
newspaper commentaries and whisper campaigns. Though not 
formally connected to the school, it indeed governed its 
affairs. This board of sometime-allies was sufficiently 
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liberal to give Alcott its consent to open but whose 
liberality did not go so far as to endorse Alcott's 
strident renunciations of the divinity of Christ nor his 
allusions—however indirect—to sexuality nor his extreme 
faith in the powers of self-reflection. Alcott ultimately 
provided a point of reference for Boston's liberals. For a 
city in which conservative torchbearers such as Lyman 
Beecher railed against the liberal establishment, Alcott's 
extremism bore witness to that establishment that they were 
not themselves as extreme as Beecher asserted. For Boston 
liberalism, Alcott represented the notion of "too far." 
Alcott's ad hoc "board" was beholden, as clergy, 
mainly to their parishioners in churches where there was no 
diocese or denominational hierarchy. If those parishioners 
found fault with Alcott as "too liberal," then their 
ministers would defend Alcott at their peril. Thus, it was 
Boston's monied and liberal merchant class to which the 
clerical "board" was beholden. That merchant class was 
flush with income in 1834, but its revenues were 
dramatically down by 1837 and with that, its overall 
openness to risk—of any variety—no doubt declined as well. 
When the school needed protection in 1837, there was no one 
to defend Alcott and speak for the school. Peabody fled, 
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Channing turned against him, and only Emerson—regarded as 
a renegade himself-- offered support in the newspapers. 
The Quincy Schools: In contrast to Alcott's Temple School, 
Parker's district of schools in Quincy had a distinct and 
official governing board. When Parker took the helm as 
superintendent in 1875, there were five elected officers on 
the Quincy School Committee. The two Adams brothers (John 
Quincy and Charles Francis) were especially influential. 
Their power as members of a national political dynasty 
extended way beyond their school committee purview, and 
their wealth allowed them to literally buy voter support 
for things they wanted. For example, when John Adams spoke 
at Town meeting, he supposed that his family's taxes alone 
would pay the new superintendent's salary. 
As for their beliefs, one gets the clearest picture of 
Charles Francis because of his vocal activity on behalf of 
Parker's work. What emerges is a conflicted sensibility: 
an 18th century, rural, whig, aristocratic imagination 
wrestling with a nineteenth century industrial world. 
Charles Francis wanted his local school to be like those he 
had known—Boston Latin and Harvard—in their careful 
attention to individuals and nurturing moralism, but he was 
also surrounded by the industrial ethos with its 
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commitments to efficiency, punctuality, mechanical 
functioning, interlocking organization. As a railroad 
commissioner, these values were staples of his daily work. 
His efforts on behalf of the Quincy schools reflected this 
dualism. On the one hand he advocated vigorously for a 
superintendent for the Quincy Schools in order to bring 
order. On the other hand, he bitterly assailed the embrace 
by other school districts of too much attention to 
efficiency to the exclusion of the human touch. While 
Adams employed ideas of industrial thinking to the 
organization of the schools, he rejected its application to 
classroom pedagogy. There he advocated a nurturing and 
inspirational approach coupled with an intellectual drive 
to promote clear and original thinking by the pupils. 
The Adams' brought considerable resources to the 
promotion of Parker's work. Charles Francis served as a 
one-man public relations firm, speaking regionally and 
publishing articles nationally. The combination of press 
attention and visitors to the Quincy Schools that Adams' 
work spawned no doubt fueled the community's enthusiasm for 
the work and greatly enhanced Parker's ability to hire 
supportive teachers and to proceed confidently with his 
transformation of the schools,. It is worth noting, 
therefore, that were it not for the Adams' none of this 
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would have happened. Parker would not have been hired, 
attention would not have been brought to Quincy, no liberal 
transformation would have occurred. 
The Adams' chief liability was their aristocracy. They 
were not of the people. And in a town like Quincy with its 
growing immigrant population, this presented a growing 
challenge. And it is why Parker, with his more humble 
roots and populist style, was so necessary to fulfilling 
the Adams vision for their town's schools. 
To whom were the Adams' beholden? To a great extent 
they were beholden to no one. Their wealth and power were 
secure. They could do as they pleased. At the same time, 
however, they were beholden to their legacy. There must 
have been enormous familial pressure to uphold the image of 
the Adams family in the public eye, to aspire to the public 
accomplishments of their Adams forbears (revolutionaries, 
signers of the Declaration of independence, presidents!) 
The Beaver School: In the case of the Beaver School, the 
governing board were founding parents with sufficient 
social standing to attract prominent educators of the day 
to serve either as board members with them or visible and 
official advisors to the school. These parent founders 
were the driving force behind the school and several 
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remained for decades in service to the school holding it 
steadily to its original mission. These were parents of 
Boston's elite class, progressive in their views of 
pedagogy though not necessarily committed to social justice 
for the poor and minorities nor apparently equality for 
women. 
The principal resources that the Beaver School's 
governing board brought was their high social standing. 
The circles in which they moved gave them access to money 
for the school's operation, expertise to give its program 
credibility and political protection, should the school 
ever need it. Their chief liability was the elitist image 
projected by their wealth and status together with their 
largely female membership and commitment to education for 
girls. Though the documentation surrounding the school 
points at least in part to an intellectually powerful 
pedagogy, Beaver was sometimes dismissed as a mere 
finishing school for debutantes (e.g. Time Magazine 
article) . The school was founded in the year that the 
nineteenth amendment was ratified signaling both the 
political upsurge of women in civic affairs as well as the 
uphill battle they continued to face in overcoming sexist 
stereotypes. The Beaver School seems to have deftly 
avoided controversy over women's rights by espousing 
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liberal pedagogy while deferring on any specific challenge 
to established gender roles. 
The trustees of the Beaver School were beholden mainly 
to a pedagogy. Beaver's Progressive educational philosophy 
was the original rallying point for the school and as such 
became its raison d'etre. The school has always been most 
at peril when there was a feeling afoot that it was 
drifting from its progressive roots. 
3.Who is the head of the school? What are his/her beliefs? 
What power does he/she wield over the school? What 
limits his/her power? 
The Temple School: Bronson Alcott, as head of the Temple 
School, believed deeply in liberal principles. His beliefs 
were not only deep, they were, by contemporary standards, 
extreme. His extensive reliance on forms of introspection 
as a teaching method was questioned by the leading liberals 
of the day, such as William Ellery Channing, and his open 
(by early 19th century standards) discussions of sexuality 
scandalized the solidly liberal Boston clergy. In addition 
to his liberal principles, Alcott seemed to believe only in 
himself. His career suggests he was not so much interested 
in starting a movement or building an organization. Though 
he regularly espoused his beliefs, he seemed less 
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interested in winning converts. Indeed, the founding of 
Fruitlands in the 1840s represents a withdrawal from 
society. This is not the work of a proselytizer and social 
reformer, but the work of a utopian dreamer. 
Alcott's power over the Temple School.was absolute. 
He was superintendent, principal, and teacher. Not only 
was he head-of-school, he was the school. His power over 
the school's design, direction, and daily operation was 
absolute. The liberal pedagogy he espoused was the liberal 
pedagogy practiced in the school's one classroom. Issues 
that arise as school size increases and roles become 
specialized were almost non-existent in the Temple School. 
Nonetheless, Alcott was beholden both to the parents 
who paid his tuition and to the Boston opinion leaders who 
represented his informal board. When trouble started as 
the result of Alcott's public Conversations and the 
subsequent publication of Peabody's and Alcott's books, the 
power of these two forces in determining the school's fate 
became mightily apparent. The opinion leaders withdrew 
their support and the parents their children. Though 
Alcott tried to explain his actions and persuade others of 
his appropriateness, few any longer accepted him. The 
scales of public opinion had -swung too far against him. 
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The Quincy Schools: Francis Parker's beliefs were solidly 
rooted in a liberal world view. His was a homespun 
liberalism that materialized at first not from formal study 
of Rousseau and Froebel, but from his early experiences as 
a schoolmaster in New Hampshire and Ohio where he learned 
that humor was a more effective motivational tool than 
threats, and kindness a more fruitful demeanor than 
sternness. It was later as an adult in his thirties that 
his studies in Berlin connected his personal convictions to 
a broader historical/philosophical tradition. 
Unlike Alcott, Parker was hired for the job. Where 
Alcott was a pure entrepreneur, Parker was an employee. As 
such he was beholden directly to the Quincy School 
Committee and to the leading personalities—Charles and John 
Adams—on the committee. If the Adams brothers had been 
suddenly replaced by an angry electorate with committee 
members unfriendly to Parker's ways, Parker's power base 
would have instantly been wiped out. Though he inspired 
some loyalty among his teachers and among the citizens, the 
clearly dominant force in the support of his work in Quincy 
were the Adams brothers. Nonetheless, the question of 
teacher loyalty and citizen support are compelling for two 
reasons. First, the longer Parker worked as superintendent 
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of the Quincy Schools, the more teachers he hired. Second, 
assuming he hired teachers who shared his beliefs and with 
whom he felt some sense of commonality, his power grew with 
each passing year. The citizenry on the other hand appears 
to have been chiefly concerned with whether school taxes 
would be going up as a result of all this new-fangled 
teaching. That citizens followed this closely is borne out 
by the careful attention paid to it by Parker in his annual 
reports. Happily, for Parker, he was able to show a 
decline in per pupil spending each year during his five 
years at Quincy. 
The Beaver School: Like Parker, and unlike Alcott, Smith 
was hired to do a job. Also, like Parker, Smith arrived on 
the Beaver scene with liberal convictions and school leader 
credentials already in hand. His work with the Park School 
in Baltimore clearly identified him with the progressive 
movement and the liberal legacy from which it sprang. 
Also, like Parker, Smith's ability to exercise his 
convictions in molding a school sprang from the close 
alignment of beliefs between himself and the Board that 
hired him and to which he was beholden. As long as Smith 
held true to the Board's progressive vision of the Beaver 
School, Smith's hand was free to shape the school as he saw 
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fit. To the same extent, his power was also limited. Woe 
to him if he stepped outside the ideological compass 
described by the board s views. As a startup, the Beaver 
School had the opportunity to hire an entire faculty. This 
fact represents enormous power held by Smith (and his 
Board) in shaping the school. It was an opportunity not 
shared by Parker and not especially chosen by Alcott given 
the scale of the school which required but one employee. 
The potential limiting effect that a faculty can represent 
to a school leader's ability to lead was thus trumped by 
the high potential for loyalty and esprit among the newly 
hired staff. Smith's success overall is borne out by the 
length of his tenure and the growth of the school during 
his years there. 
4.Who are the teachers? What are their beliefs? How are 
they selected? How do they teach? What roles do they 
play in the life of the school beyond the classroom? 
The Temple School: Bronson Alcott was the one teacher in 
his own school. He served both as the visionary and the 
person who carries out the vision. His one assistant, 
Elizabeth Peabody came to him from the same inner circle of 
« 
Boston's elite that invited him back to Boston to start the 
Temple School. The liberal pedagogy that Alcott espoused 
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was the liberal pedagogy he taught in his one classroom. 
There was extensive journaling, long periods of silence, 
and Socratic conversations. Peabody appears to have been 
the dutiful assistant. Much of her time must have been 
devoted to observation and writing for what was to become 
"Record of Mr. Alcott's School." Alcott was clearly the 
dominant presence in the room. Issues that tended to arise 
as a school grows and roles become specialized were almost 
non-existent in the Temple School. The only notable 
"personnel" event—involving the school's single employee— 
was Peabody's dramatic separation from the school, the 
drama of which was further heightened by the pointed 
footnoting it spawned in "Record of Mr. Alcott's School." 
As such, it is worth noting that Alcott's one employee quit 
over a philosophical disagreement coupled with a healthy 
fear for her personal reputation were she to stay at the 
school. 
The Quincy Schools: The Quincy Schools represent a very 
different teacher landscape. The six schools that Parker 
superintended employed scores of teachers, most of them, 
judging by the names in school committee records, women, 
and many of them young. As the teacher training component 
of Parker's schools got underway, young women became an 
161 
even larger presence in the schools. Because they came 
specifically to Quincy to learn its "method/' they were 
presumably pre-disposed to viewing Parker as their teacher. 
And he taught. He regularly held what would today be 
called professional development sessions with his staff in 
which he demonstrated his teaching technique. Nonetheless, 
Parker insisted it was not a precise method or technique 
that he espoused but rather a sensitivity to the minds of 
the children and a readiness to teach them what they were 
naturally ready to learn. The approach was inductive, not 
didactic, and strove always to root lessons in real world 
contexts. Math concepts taught in connection with 
quarrying stone (Quincy's major industry of the day), 
reading in connection not with primer but with library book 
that the children themselves selected, and history and 
geography not from a textbook, but from the local 
surroundings. 
The recorded comments of visitors suggest that this is 
the sort of pedagogy they observed in the many classrooms 
of the Quincy Schools. Even the comments of the school's 
critics support this in so far as their criticism focused 
on the inappropriateness of these methods and not a charge 
that such methods were not regularly employed. 
162 
The roles of Quincy teachers beyond the classroom is 
less clear. It appears that their domain was pretty well 
proscribed within the classroom in the conventional manner. 
There is a distinct absence from the record of teacher 
activism during this period either over workplace issues or 
curriculum issues. At the same time, the freedom of 
teachers within the classroom appears to have been fairly 
strong. Parker stated regularly in various ways that a 
teacher needed the freedom to work out her own ways with 
her own students. Also, C.F. Adams' observations of 
Parker's supervisory style contrasted him emphatically with 
the conventional authoritarianism of the day. He made the 
point that Parker was NOT like a railroad superintendent 
making sure all the trains were running on time but more of 
a leader in the sense of inspiring and modeling. 
The Beaver School: With Beaver, we see a school in which 
the teachers move one step further in the assertion of 
their professional autonomy. The record of the Eight Year 
Study makes it quite clear that teachers not only worked 
with a high level of autonomy in their classrooms, but 
exercised considerable creative force through faculty 
committees, in the development of curriculum within and 
across departments. By the 1920s and 1930s, teaching had 
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evolved such that a college degree was expected of a 
beginning teacher. These were more mature and worldly 
individuals than the young women who flocked to Parker's 
"new method". And, at the same time, they were mostly 
still women. Beaver records and school photographs from 
the 1920s and 1930s show almost exclusively women as 
teachers. Nonetheless, they served in a context of gender 
subordination under the leadership of Smith. It is worth 
noting that this is the pattern in all three schools. 
Despite, however, the privileged and dominant position 
granted men in these schools, women, in all three asserted 
a significant voice. Peabody through her book, the Quincy 
teachers through their largely autonomous classrooms and 
individual instruction of the younger female trainees, and 
Beaver teachers through their collaboration in the creation 
of curriculum during the Eight Year Study. 
5.Who attends the school? How is attendance determined? 
The Temple School: William Ellery Channing invited Alcott 
to return to Boston from Philadelphia to open a school. 
Presumably it was from the circles in which Channing moved 
that interest for a school led by Alcott had been 
expressed. These circles were the elite Bostonians who 
attended the church where Channing served as pastor. In 
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Charming's initial invitation to Alcott in Philadelphia he 
speaks of thirty pupils, but on the first day of school, 
Peabody recorded twenty (17 boys, 3 girls). This suggests 
some hesitation by those proper Boston families. Perhaps 
it was Alcott's Connecticut origins that made him something 
of a poor cousin in Boston or perhaps it was something 
about his approach that even to these Unitarians felt 
somehow heretical or dangerous or just a little too far 
out. The picture that emerges of his earliest students in 
the Temple School is that they were the children of 
prominent Boston families, allied with the Unitarian 
movement, and, among the Unitarians, somewhat adventurous. 
That the earliest families were adventurous is borne out by 
the fact that as the school got underway and as visitors to 
the school gave it favorable reports, the number of pupils 
swelled to a high of 37. The school had been declared 
"safe" and the less adventurous now stepped up. 
If the social circles from which Alcott's pupils were 
drawn established the Temple School as elitist, the tuition 
ensured that the circle would not be penetrated by 
ruffians. At a time when pupil spending in the public 
schools stood at $12 for the year, Mr. Alcott charged a 
whopping $60. Surely only the wealthiest could attend, and 
Alcott's journals are silent on the question of scholarship 
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3ssi.st3.ncG during this flush period. The school wss open 
to both boys end girls with the greet majority of pupils 
boys. Racially, the school was all white. When, for 
reasons that are unknown, Alcott admitted an African- 
American girl after the school had moved to his own home, 
most of the remaining pupils withdrew as he refused to 
dismiss the girl. 
The Quincy Schools: Quincy, once again, presents a very 
different picture. The schools superintended by Parker 
were public and the mention of truancy and the use of 
truancy officers suggest that far from exclusive, these 
schools made every effort to be inclusive even if doing so 
went against the pupil's will! Quincy at the time was 
dominated by quarrying and shipbuilding. It was a magnet 
for European immigrants. Holly's history of Quincy asserts 
that by the time of Parker's superintendency Quincy 
included significant recent immigrant populations of Irish, 
English, Scots, Swedes, Fins, Germans, Italians. Many were 
skilled or semi-skilled laborers. Quincy was, in its day, 
the vanguard of a multi-cultural America. Interestingly, 
there is little mention in school committee records or 
other contemporary sources of.this fact. The polyglot of 
languages and variety of daily customs must have been a 
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plain fact of school life, yet it is nowhere an issue of 
record. Also, the presence or absence of African Americans 
is nowhere mentioned. (This would be a good jumping off 
point for further research.) 
The Beaver School: The student profile of the Beaver 
School is more like that of the Temple School than Quincy. 
As a tuition school, Beaver excluded by class, and what 
records are available suggest very little commitment to 
scholarship assistance. Though Time Magazine's 
characterization of Beaver as a school for debutantes is 
exaggerated, there is no doubt that Beaver drew from 
Boston's elite, just as the Temple School had one hundred 
years earlier. It was also primarily a girl's school, 
partly out of design and partly out of the fact that the 
number of private schools, particularly private secondary 
schools available to boys in the Boston area, already met 
the demand. Thus the presence of boy pupils at Beaver 
declined by grade level and the upper school became 
entirely a girls school. 
Perhaps there was something of a feminist impulse 
among the founders given the coincidence of Beaver's 
founding with the passage of - the nineteenth amendment. 
That there is no crusading feminist language among the 
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school's early records perhaps reflects as much the staid 
and subtle ways of the upper class as it does an absence of 
feminist consciousness. It also, no doubt, reflects the 
necessity of maintaining good relations with husbands who 
held the purse strings. Indeed there were a number of 
strong women who made up the driving force of the school 
and who remained active in school life for decades. Surely 
the example of female leadership if not overt militancy 
influenced girls at Beaver to raise their voices. 
6.How is the school funded? What factors might enhance or 
curtail funding? 
The Temple School: The Temple School was strictly a 
tuition based program. Alcott's own journal records pretty 
well confirm this. Additionally we know that as his number 
of pupils declined, he increased tuition presumably to 
offset the loss of income. It is not clear whether, at any 
point, he turned students away or had a waiting list 
because the school was oversubscribed. It is known that 
the school had a high of about forty students and a low of 
five. Alcott seemed quite able to adjust his personal 
living needs to widely different income from the school as 
enrollment declined. Whether he had other significant 
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sources of income is unclear. This flexibility allowed the 
school to survive through a wide range of enrollment 
numbers. 
The enhancement and curtailment of funding was 
directly tied to the number of pupils, and the number of 
pupils was tied directly to the reputation of Bronson 
Alcott. The school was a high stakes proposition from the 
start with everything riding on the public perception of 
Bronson Alcott. When his reputation was at its zenith he 
enrolled nearly forty pupils and employed an assistant. 
When his reputation declined, the numbers dropped, and when 
he took the specific action of enrolling an African 
American pupil, his school folded. 
The Quincy Schools: By contrast, the Quincy Schools 
existed wholly apart from Francis Parker. They were an 
institution mandated by the state separate from any 
personalities that came or went. Nonetheless, funding for 
the schools could rise or fall at the voting public's 
pleasure through the annual town meeting approval process. 
We know that throughout Parker's tenure he crafted a budget 
each year that showed shrinking spending per pupil. This 
pattern suggests a perception at least by Parker that the 
public was at the edge of what it could tolerate for school 
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spending. We know also that Parker encountered some 
controversy early in his superintendency suggesting a 
possible link between public acceptance of the 
superintendent and public willingness to fund the schools. 
While Parker appears to have had little control on the 
revenue side to the Quincy Schools budget, we know he 
exercised substantial creativity on the expense side by 
employing legions of teacher trainees to drive down class 
size, and we know that Quincy's small class size was widely 
heralded as a factor in its success. 
The Beaver School: The Beaver Country Day School was 
established as a non-profit corporation, a fact that was 
regularly included in the school's promotional literature. 
As such, it appears to have survived for most of its 
history almost exclusively on tuition. Its near financial 
demise in the 1940s suggests no endowment or secret 
philanthropic source to bolster its operating budget needs. 
We also know that alumni giving was never strong as alumni 
tended to marry, and married couples, by Beaver's own 
account, tended to give to the husband's alma mater. 
Like the Temple School then, funding was tied directly 
to enrollment and enrollment,reflected the public 
reputation of the school. During periods such as the 
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1940s, when the school seemed to drift from its progressive 
roots, its reputation sank and enrollments thinned 
considerably. This stands in contrast to the 1920s and 
1930s when Beaver was a rising start, a darling of the 
press and the focus of a vaunted national, study of 
secondary education. In contrast to the Temple School, 
however, Beaver's reputation was about more than a single 
individual. It was at first at least about a collection of 
individuals—founding parents, a stellar advisory board, a 
charismatic headmaster, star faculty. And as the school 
got under way, its reputation became institutional. 
Personalities came and went and Beaver carried on. 
7.What governmental forces are in play in the school's 
life? 
The Temple School: For the Temple School, the role played 
by government was quite indirect. We know that in Boston 
in the 1830s, there were public schools serving a 
significant percentage of the population. We know also 
from at least one contemporary report that the conditions 
in these schools were often pathetic even by contemporary 
standards. Thus the role played by city government was to 
set a negative example, the.kind of school that proper 
Bostonians would not want to associate with and the kind of 
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school that Alcott would not want to create. It is likely 
no coincidence that Alcott went to great lengths to create 
a palatial physical environment at the Temple School and 
that Peabody in her Record went on at great length 
describing its architectural details and many impressive 
physical appointments. Alcott was deliberately contrasting 
his schools with the public school offerings of the day. 
The Quincy Schools: The Quincy Schools, in contrast, were 
public schools. As such, they were a creature of local 
government. They were governed by a locally elected school 
committee, funded out of local tax revenues and attended by 
children residing within the locality. The schools were 
thus largely autonomous. The school committee was free to 
hire their own superintendent, and, together, school 
committee and superintendent were free to shape the 
schools. Involvement by any higher governmental authority 
was minimal. Nonetheless, the Commonwealth of 
Massachusetts set some guidelines. For example, the state 
decreed that there must be a school within each locality. 
Interestingly, also, Parker rails in his annual 
superintendents reports about the growing specter of state 
mandated tests as both a usurpation of local autonomy and a 
dumbing down of assessment practices. In another, more 
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subtle way, government played an additional role. While 
the state's hand in local school was still light in the 
1870s, local school committees watched each other and 
superintendents associations linked school districts in 
communication with one another. This guasi-public 
governmental force seems to have exerted some pressure on 
school districts to conform to a growing image of the 
efficient and modern school district. It was an image that 
included a superintendent, age grading of classrooms, 
testing, textbooks, subjects, periods, and other elements 
intended to regularize and standardize both school 
structure and the experiences of children within. Though 
not strictly a governmental force, it was within and among 
the various elected school committees of the public schools 
that this efficiency fever seemed to incubate. 
The Beaver School; The Beaver School as an independent 
school was largely free of state and municipal demands. 
Though chartered by the state, it was not accountable to 
the state. Both governance and funding lay outside the 
domain of government authority. But like the Temple 
School, Beaver stood in contradistinction to the public 
schools of the day. It was offered by its founders as an 
alternative to the region's public school offerings. The 
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very name "country day school" signaled its membership in a 
movement that sought to counter the ill-effects of cramped 
urban schools with little room for play, little sunlight, 
and little connection to the outdoors. These qualities are 
emphasized in the school's early promotional literature, 
and for those who could afford the tuition must have been 
perceived as a life line rescuing them from the dark city 
schools. 
Indirect government influence is also apparent in the 
"scientific" notions embedded in the school's 
progressivism. Smith's references to standardized testing 
are a direct outgrowth of the U.S. Army's use of tests to 
sort conscripted soldiers for service. The federal 
government's growing role in dealing with mass processes 
and counting, sorting, producing, distributing, regulating, 
and evaluating were combining with the same trends in 
industry to produce powerful cultural patterns in the 
schools. Ironically, Beaver simultaneously embraced and 
rejected these patterns. Smith drew on notions of 
efficiency and testing from the industrial world-view while 
the school advertised individual attention to students and 
closeness to nature. 
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8.What forces shape the public image of the school? How 
does the public image in turn shape the school? 
The Temple School: The public image of the Temple School 
began to be shaped the day Bronson Alcott arrived in 
Boston. Beginning as a complete unknown, he made himself 
gradually known with in the educated, liberal, church-going 
circles of the city. Gradually, he formed a public persona 
and reputation. It was this public image that initially 
served as the public image of the Temple School. School 
and founder were one. Alcott's Sunday School work, public 
conversations and primary school in the late 1820s became 
reified by the mostly favorable responses of the Boston 
Unitarian clergy and laity to produce a positive public 
image. 
Once the Temple School was launched, its image was 
further extended by the sometimes public comments of 
visitors and, though unrecorded, most certainly, the 
perceptions of parents who interacted daily with their own 
children as they attended Mr. Alcott's school. 
The image of the school began to shift as the result 
of some of Alcott's more controversial utterances both in 
the ongoing Conversations and later in published works. In 
the same way that a positive- image tended to fuel more 
positive reports, these negative impressions fueled more 
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negative impressions which began to erode the school's 
positive image. The concrete link between image and school 
was pupil enrollment, which arched up as Alcott's star was 
rising and descended precipitously once the perception of a 
scandal settled into the public mind. By the time Alcott 
enrolled an African-American pupil his public image was 
already quite negative among the white power elite. 
Nonetheless, some of the few remaining pupils withdrew and 
Alcott's schoolmaster days in Boston were over forever. 
The Quincy Schools: In Quincy, the public image of the 
school was very deliberately and skillfully shaped by C.F. 
Adams. The groundwork for image building was laid even 
before Parker's arrival with the establishment of end-of- 
term examinations led by the school committee members 
themselves. These exams solidified a negative impression 
of student achievement in the minds of the school 
committee, which helped fuel the Adams brothers' public 
plea on the floor of Quincy Town meeting for a new school 
superintendent position (while pointing out that most of 
the large $2000 salary would be borne by the Adamses). 
Shortly after Parker came on board the Adams P.R. machine 
moved into high gear. Articles were written and placed in 
prominent newspapers, visitors arrived, and speeches were 
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given (both by Adams and Parker). Local public opinion was 
helped along enormously by Parker's careful cost management 
and regular trumpeting of Quincy's shrinking per pupil 
expenses. As with Alcott, the school's positive reputation 
became self-perpetuating as the large number of visitors 
got the attention of public and education community, 
leading to still more visitors, and so on. 
Interestingly, the image of the school in the press 
began to become a distortion of Parker's actual work. 
Journals began to report on the "Quincy method" reducing it 
to a few simple strategies: hire a superintendent, 
eliminate the textbooks. This reductive trend needlessly 
polarized the public conversation about Parker's work in 
Quincy and education journals of the day commenced debating 
the rightness and wrongness of a presumed approach that did 
not actually exist in practice. Despite Parker's efforts 
to correct this mis-perception it persisted probably 
because it was more comfortable for Parker's critics to 
attack a caricature than face the complexity of the real 
thing. 
The Beaver School: The public image of the Beaver School 
was concentrated initially on a smaller public. There was 
no C.F. Adams eager to show his administrative prowess to 
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the world. Instead, a relatively small circle of parents 
needed to persuade a slightly wider circle of parents from 
among Boston's upper class the new Beaver Country Day 
School was worthy of their consideration. The early 
promotional literature is soft spoken and modest in tone. 
The founders knew that their ilk would be more successfully 
attracted with modest claims than with trumpet blaring in 
the press. The early brochures read more like an 
invitation to a dinner party than promotional literature. 
The founders knew also that their target audience (to 
borrow a word from marketing that they would have found 
crass) would be persuaded by credentials. Therefore, they, 
organized an advisory board with big names, including a 
former Harvard president, and hired as headmaster one of 
the leading lights of Progressive education. When the 
press finally reported, the school planning and 
organization was already well under way. And with no 
controversy and polite deference, the school's opening was 
pleasantly announced. 
Although the school was serious about its educational 
mission from the start, it fought against the stereotype of 
the girls finishing school. The Time Magazine article of 
1945 is proto-typical. Nonetheless, Beaver's own 
enrollment practices did little to persuade critics 
178 
otherwise. Girls were drawn exclusively from the white 
upper class, tuition was kept high (relative to middle 
class wages), scholarship assistance was almost non¬ 
existent, and there was apparently little attention paid in 
curriculum to class or gender consciousness-raising. 
During the 1940s, enrollments declined. Whether this 
was due to public image of the Beaver School specifically 
or a reduced willingness by families to pay private school 
tuition in general is not clear. But we do know that the 
school nearly folded, unable to make it mortgage payments. 
We also know that it emerged from this crisis a more 
conventional school, less committed to progressive 
practices, more mainstream in the private school world of 
greater Boston. Interestingly, during the years of the 
great depression, when a private school's fortunes might be 
most at risk, the school thrived. This is also the period 
of the Eight Year study when the school's 
liberal/progressive ideals were sharply focused. When the 
school stood true to its mission, it seems to have fared 
best even when the times economically would suggest 
otherwise. 
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9.What are the broader historical circumstances in which 
the school is set? What are the times like 
economically (e.g. boom times, recession)? What is 
the temper of the times politically and culturally 
(e.g. conservative, liberal)? 
The Temple School: The Temple School opened in the midst 
of economic boom times for Boston. The merchant class was 
flush with cash, and if its members were at all inclined to 
send their children to a new school blessed by their 
clergymen and led by that popular new schoolmaster, 1834 
would have been the time. Three year's later, Boston's 
fortunes and with it the economic security of its most 
prosperous class had shrunk considerably. If those same 
parents were at all inclined to withdraw their children 
from Mr. Alcott's school, now that controversy and scandal 
were in the air, now would be the time to do it. And so 
they did. Thus the economic times of the Temple School 
closely followed its rise and decline. The school was 
fragile enough that any external vicissitudes might do it 
in. When hard times set in internally, the school became 
completely vulnerable to external economic forces. Had the 
school been stronger, more successful, had Alcott not 
embroiled himself in controversy, perhaps the school would 
have survived a lean economic spell. 
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Culturally, Boston was well in sync with the ideals of 
a liberal school. With the Unitarian clergy in control of 
the city's intellectual circles, Boston was possibly the 
most theologically liberal city in the Christian dominated 
world. If Alcott had been able to choose a city most 
suited to the kind of school he envisioned, Boston would no 
doubt have been first choice. However, as we have seen, 
even in Boston there were limits to its liberality, and 
when Alcott pressed up against and ultimately crossed those 
limits, the city dismissed him. 
Culture may be understood more broadly than the temper 
of the times, i.e., whether a city's elite was socially 
liberal or conservative. In that broader sense, Boston of 
the 1830s was a city poised on the take-off ramp of the 
industrial revolution and mass urbanization like it had 
never known. In nearby Lowell, the city was being 
transformed by the textile industry, and shortly the demand 
for workers coupled with massive crop failure in Ireland 
would result in both a revolution in the region's economy, 
population density, and society. But all this was about to 
happen. The urban industrial society was not yet in 1834 a 
fait acompli. Industrial thinking did not yet dominate 
popular thinking and drive all of society's institutions. 
That is to say, schools were not yet thought of as a kind 
of factory because many people did not yet work in 
factories and many of the wealthy class did not yet run 
factories. The notions of student as product, school as 
factory, efficiency, sorting, grading, control, hierarchy, 
standardization, and bureaucracy that were brought on by n 
urban-industrial culture were not fixed in the popular 
consciousness yet. Alcott, with his organic-spiritualistic 
notions of education did not have to overcome the 
materialistic world view bred by an urban-industrial 
society. That fact is one further reason why Alcott 
succeeded as far as he did. Had the Temple School opened 
three decades later, after the industrial revolution had 
become fully entrenched, and, after the Civil War had led 
the country further into centralized bureaucracy than it 
had ever experienced, the story of the Temple School would 
likely have been quite different. Indeed, it might never 
have opened at all. 
The Quincy Schools: What is especially interesting about 
Francis Parker in Quincy in the 1870s is that Parker 
represented a thrusting of the liberal view of education 
into the very midst of the urban-industrial world. Quincy 
in 1875 was a major industrial center for shipbuilding and 
stone quarrying. It was nested in a region saturated with 
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textile mills. Quincy was also linked by rail to Boston, 
and while the railroad was a vital part of its industrial 
success, Quincy in 1875 was also a people who were living 
in a nation with a newly expanded and powerful federal 
government. Thus the urban-industrial society was in full 
swing and the highly centralized bureaucracy associated 
with it was present and growing. 
Despite these powerful forces which stood largely in 
opposition to the individualistic, organic, and spiritual 
ideals associated with educational liberalism, Parker 
prevailed for an extended period. Several factors that 
we've already discussed seem to have been responsible for 
this success. In summary, they are as follows: 
1. The Quincy School committee rejected the application 
of mechanistic notions at large in the work-a-day 
world to its students and its schools. What was all 
right for the railroad industry was not all right for 
children. 
2. The power of the Adams family in local Quincy affairs. 
3. The ability of Parker as a leader and his personal 
charisma. 
The Beaver School: What especially stands out about the 
Beaver School's times is the Great Depression which 
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commenced in 1929 and lingered through the 1930s roughly 
until the U.S. became involved in World War II. in 1929, 
The Beaver School was a tender nine years young. 
Unsupported by tax revenues as the Quincy schools were, 
Beaver was completely at the mercy of a fickle public who 
would with greater ease choose not to send their children 
to Beaver as to keep them there. That Beaver survived is 
telling. What does it tell us? Despite generally hard 
times, a sufficient number of families stayed with Beaver 
to keep it afloat. Since the Eight Year Study hadn't even 
been thought of yet, we can't attribute Beaver's staying 
power to its affiliation with the famed study. Neither did 
Beaver have large donors—as far as we know—to prop the 
school up financially during lean times. We can only 
attribute its success through these difficult years to the 
loyalty it bred in the families who sent Beaver their 
children. Something about Beaver's approach was right. It 
was likely a combination of a thoughtful, experienced 
headmaster, a capable and committed faculty, a visionary 
board of trustees and its highly experienced advisory 
committee. We should also not overlook the fact that the 
school founders were parents, and not educators. Their 
role as parents meant they "could hire and, if necessary, 
fire the headmaster. It also meant that their commitment 
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to ths school was visceral as long as their children were 
of school age and attended the school. In contrast, Alcott 
was the school. He could not be replaced. Also, his 
commitment was to a school and an ideal first and only 
secondarily to particular students. The combination of 
deep commitment to particular children and flexibility with 
program and school design that is natural to a parent 
founder might also have played a role in Beaver's 
resiliency during hard times. 
Culturally, the founding of Beaver stands at an 
interesting historical moment. Coming roughly fifty years 
later than Parker's superintendency at Quincy, The Beaver 
school's cultural surround was more thoroughly steeped in 
the ways of an urban-industrial society. Large, highly 
centralized city school districts were now commonplace. 
Age grading, standardization of curriculum, and elaborate 
bureaucracies were routine. Child as product, teacher as 
technician and school as factory were the guiding if not 
always spoken metaphors for American urban schooling. 
Thanks to the U.S. Army's successful use of standardized 
testing in the assignment of soldiers during World War I, 
school people were heralding the beginning of a 
revolutionary tool in the assessment of student achievement 
and the determination of intellectual potential. But the 
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timss in which Beaver ^ppsared ssw also a progressive 
reaction against much of what urban-industrial society had 
wrought. Social progressives had fought for and won 
significant reforms in industrial practice through 
government regulation. Labor laws, safety regulations, 
disclosure laws, all reigned in the power of corporations. 
The Settlement House movement, too, had sought improvement 
for the conditions of the urban poor. In politics, women 
and their male allies fought for and won, through the 
nineteenth amendment, voting rights for women. And in- 
education, city districts were reaching out to an ever 
wider and more inclusive circle of children to gather into 
their classrooms. All these developments, if nothing else, 
would be confusing to anyone rooted in liberal educational 
ideology. Though the social reforms of the era countered 
industry's might, they were fought and won on the terms of 
the urban industrial society. Big corporations were not 
forced to become smaller; rather, they were regulated, thus 
intensifying the role of bureaucracy. Schools did not 
become more nurturing and individualistic. Instead, they 
became bigger and more factory-like in both scale and 
ideology. 
Up from this cultural milieu bubbled the Beaver 
Country Day School. Clearly, there was a hungering for the 
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individualistic and organic approach to schooling that 
Beaver represented. For those with money, the hunger was 
satisfied while the rest of society was left to fend for 
themselves in schools that more and more resembled the 
mills that were their metaphorical inspiration and the 
destination of many of their graduates. 
Yet Beaver embraced the era that spawned it as much as 
it rejected the era. Smith was a pioneer of the 
intelligence testing movement and the Eight Year Study 
employed rigorous scientifically validated evaluation 
"instruments" which affirmed Beaver's success with 
progressive practices. Nonetheless, there remained at the 
center of the Beaver School the beating heart of a liberal 
imagination, largely despite the cultural forces that 
surrounded it. 
10.What are the School's Institutional Ties? What are the 
attachments to organizations, governmental entities, 
powerful individuals, that lend credibility and 
purpose? 
The Temple School: Bronson Alcott's Temple School was a 
bold entrepreneurial act. It was launched without any 
institutional affiliation or backing. It was attached to 
no organization or government entity, nor was it connected 
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to a powerful board of directors. It was the vision of a 
single individual dependent on his ability to attract 
tuition paying pupils. That he succeeded as far as he did 
is remarkable. That the Temple School folded as soon as it 
did comes as little surprise. There was nothing to bolster 
it against stormy weather. Had Alcott surrounded himself 
with a board of trustees-a formal one, committed to the 
school's well being-they might have persuaded Alcott to 
moderate some of his public statements in the interest of 
saving the school. Were the school affiliated with one of 
the Boston churches, it might have survived the period of 
low enrollments without having to raise tuition, and, 
perhaps with time, Alcott's virtues as a teacher would have 
overcome his indiscretions and enrollment would have 
returned to its earlier level. But Alcott had no reliable 
support in place and what boosters there were in Boston 
felt no loyalty to Alcott or his school. Thus the school's 
brief history played out pretty much as one might expect. 
The Quincy Schools: In contrast to the Temple School, the 
Quincy schools were a figurative brick house of 
institutional solidity. The elected school committee held 
a public mandate to lead, the leading members of the school 
committee had both great wealth and great political power. 
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and the schools were embedded in the municipal 
infrastructure. For the Quincy Schools, permanence and 
stability were not the issue. However, the Quincy Schools 
had an Achilles heel. Although the institution was strong 
by virtue of the organizational arrangements that 
surrounded it, its mission was less secure. Because Parker 
and the Adams led school committee were of a liberal mind, 
the schools moved impressively in that direction. And 
there is evidence that even after Parker's departure, the 
tenures of superintendent's Aldrich and Brown seem to have 
held the schools to the Parker-Adams priorities. Though 
this case study did not look closely at the Quincy Schools 
in the twentieth century, it is reasonable to infer that, 
with time, the Parker-Adams imprint on the school faded 
(Quincy reincorporated as a city in 1888) and in the 
absence of a distinct mission driven by dedicated and 
charismatic individuals the schools became driven instead 
by the regularities of public school keeping: tests, grade 
level advancement, organizational hierarchy, standardized 
curriculum, etc. 
The Beaver School: With the Beaver School, in contrast to 
both Alcott's Temple School-and the Parker-Adams era of the 
Quincy Schools, we see an alliance of mission and 
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institutional strength that had helped Beaver endure as a 
progressive institution over many decades. 
Institutionally, the founders, from the very beginning 
worked diligently in bolstering their school. The act of 
incorporation granted the school legal legitimacy. The 
establishment of a board of trustees provided it with a 
circle of loyal supporters. The establishment of a board 
of advisors with substantial credentials, gave the school 
credibility among its public. Its participation in the 
Eight Year Study gave the school credibility for its 
progressive practices, and the careful selection of 
experienced school leaders and faculty committed to the 
school's defining principles ensured that from day to day, 
the Beaver School walked the walk even as it talked the 
talk. Had the Beaver School's commitment to its missions 
atrophied (as at one point it appears to have done) the 
school's institutional supports would not be enough to 
rescue it since the institutional supports existed in 
service to a distinctly progressive school. Contrast this 
arrangement with the Quincy Schools where the institutional 
supports continue regardless of the school's mission - or 
absence thereof. Indeed, since a mission was not central 
to the Quincy District schools, the institutional 
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arrangements eventually became the driving spirit of the 
schools. 
11.Does the school display a commitment to inclusiveness? 
How does its commitment or lack thereof foster or 
corrode its liberal pedagogy? 
The Temple School: The Temple School served an elite 
class. Its high tuition and lack of scholarship assistance 
ensured that only the wealthiest families could afford to 
send their children. In an age which favored boys over 
girls, Alcott's record shows he freely enrolled girls and 
schooled them together with the boys. Peabody's account 
suggests no distinction was made between the treatment of 
boys and girls. Crossing racial lines, however, was 
strictly taboo as Alcott discovered when he enrolled an 
African American girl after having moved the school to his 
home. That Alcott enrolled her shows an effort toward 
inclusiveness that goes way beyond the norms erf his era. 
It is notable, too, that the enrollment of a single 
black child effectively closed the school. A liberal and 
liberating pedagogy was okay for the elite but not, 
apparently, for those whom might more dramatically benefit 
from it. This fact is perhaps the most profound 
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recommendation of the liberal pedagogy as it reveals just 
how powerful the elite regarded it as being. The possible 
inclusion of the underclass might jeopardize the security 
of their place at the top of the social pyramid. 
The Quincy Schools: The Quincy Schools were the public 
offering of the town and as such were open to all children 
residing within the town's borders. We know the make up of 
Quincy of the time was quite multiethnic. We also know 
that truant officers were employed to coerce reluctant 
students. Of all the schools in this study, Quincy is 
clearly the most inclusive. 
The Beaver School: The Beaver Country Day School served 
mostly girls from the white upper class. That the school 
served girls primarily is the result of a quiet and 
determined feminism among the school's founders. While 
there is nothing strident or militant in the language of 
the young school regarding the education of girls, the 
simple fact remains that the school they committed to 
establish was in its fullest vision a secondary school to 
serve the intellectual growth of girls. Actions speak 
louder than words. Given the conservative social circles 
in which the founding women moved and the financial power 
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wielded by their husbands, they could not have wrested the 
resources they brought to the school had they blazed their 
way with fiery speeches. They knew, within their own 
world, how to make the moves that would result in an 
intellectually powerful school for girls and the 
generations of strong and critically minded women who have 
graduated from Beaver are testimony to their success. The 
founders chose the path of reformer over the path of 
radical, and with that choice came the limited successes 
that reformers often enjoy—incremental advancement without 
structurally altering the system. 
Across the lines of class and race, however, the Beaver 
School founders did not tread. The school served Boston's 
elite white families. The school's records in the early 
decades show almost no scholarship assistance available to 
families who could not afford the tuition. 
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CHAPTER 7 
FINDINGS 
This chapter draws on the foregoing work to present 
broad themes and patterns that emerge across the sweep of 
educational history and the particular history of the three 
featured case studies. These themes and patterns are 
presented here as findings. 
Finding #1. Though often labeled as "experimental" 
or "new," schools driven by a liberal pedagogy are heirs to 
a tradition that is centuries old. The predilection of 
popular culture to label schools imbued with a liberal 
spirit as "new-fangled," "experimental," and "non- 
traditional" completely misses the contributions of 
philosophers, prominent educators, pedagogical practices, 
and schools going back at least to the 1700s. Were this 
study to explore more deeply it might look even further 
back to the emergent humanism of the renaissance and 
humanistic traditions within the church of the middle ages. 
Indeed, one sees the essence of liberal thought pulsing 
visibly in Periclean Athens. Socrates asked questions and 
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engaged his pupils in dialogue. (Here, too, we see the 
persecution of liberal pedagogy!) 
The recurrent labeling of liberal schools as "new," 
apparent in all three of the schools in this study, serves 
to marginalize and dismiss liberal pedagogy. Though the 
attraction of "new" or "innovative" may be strong to school 
founders seeking to set their schools apart from the norm 
and attract pupils, it also implies experimental and risky. 
Founders of such schools might be more successful if they 
rejected the suggestion of innovation as Parker wisely did, 
and, instead, explicitly connect their school practices to 
the tradition from which they spring. Seen from this 
vantage point, such schools are neither experimental nor 
risky, but grounded in experience and tradition. 
Seen from this vantage point, too, one might ask 
exactly which traditions drive more conventional public 
schools today? What is the tradition that advocates for 
bureaucratic control of curriculum and assessment? What is 
the tradition that advocates for the sorting and grading of 
children and adolescents? What tradition conceives of 
learning as the filling of a bucket and assesses the growth 
of mind chiefly with multiple-choice tests? The answer is 
that no tradition advocates these practices. They are, 
rather, a consequence. Such practices are the consequence 
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of cultural forces unleashed in the nineteenth century. 
These are practices rooted not in any theory or conviction 
about children and learning but the processing of raw 
material and the social control of masses of mostly 
immigrant poor. The industrial and bureaucratic forces 
that have shaped schools are, as historian Michael Katz has 
pointed out, "...not neutral shells in which an almost 
unlimited range of values can find expression. To the 
contrary: their structural details and operational rules 
reflect priorities, limit possibilities, and shape 
outcomes." (1) 
Finding #2. When a school possesses both a compelling 
mission and strong institutional support that is linked to 
the school's mission, the chances for success over the long 
term are greatly enhanced. Consider the record: The 
Temple School had a driving mission embodied in the 
personal vision and charisma of Bronson Alcott. At the 
same time, the Temple School had no institutional support, 
no formal ties to anything or anyone beyond its founder and 
headmaster. When the proverbial winds began to howl, as 
they did fiercely in the winter of 1836-37, the school 
rapidly succumbed. Next, consider the Quincy Schools. 
Here was a school, which under the leadership of Parker and 
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Adams had a clear focus, a compelling mission, coupled with 
the drive and charisma to carry it out. Here, too, was a 
school with institutional strengths. These were, after 
all, the public schools of the town, sanctioned by 
municipal and state governments funded reliably through the 
local tax levy and overseen by an elected school committee. 
Between 1875 and 1880, the Quincy Schools had it all: 
strong liberal mission, unquestionable institutional 
strength. However, the two were not linked. That is to 
say, absent the mission, the institution would still carry 
on. And so it did. Although the Parker -Adams legacy 
survived for some years after their departure, eventually 
their imprint on the schools faded. But the schools did 
not. As is the case with any public district school in the 
United States then or now, the schools exist not in the 
service of a clear and compelling mission, but because of 
public mandate and the supply of children with practically 
no other options. Such schools carry on mechanistically in 
response to the bureaucratic infrastructure that contains 
them. In this way, the Quincy schools needed a Parker and 
an Adams to be vital and meaningful, but they did not need 
Parker and Adams in order to exist. 
Finally, consider the Beaver Country Day School. 
Beaver was borne out of a clear and compelling mission. 
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Like the Temple School, individualistic charisma was the 
starting point for the school, but unlike Alcott, the 
founders of the Beaver Country Day School commenced 
immediately to build institutional support for the school 
arranging for a state charter, assembling a board of 
trustees and an advisory board, hiring a well known 
headmaster, participating in an important national study, 
cultivating an alumni network, and so on. Like Quincy, 
then, Beaver enjoyed institutional strength, but unlike 
Quincy, and this is the crucial point, the institutional 
support that the school built stood in service to the 
school's progressive mission. Were the school to stray 
from its mission, as it did for a period in the 1940s, the 
institutional support would begin to fall away. And, 
conversely, when the school embraced its progressive 
origins, as it did through the Great Depression, it has 
been able to weather stormy conditions. 
The implications of this finding are considerable when 
one thinks about the broader landscape of American 
schooling. Public school districts today, like Quincy in 
the 1870s, do not rely on a clearly articulated and vital 
mission in order to carry on. Rather, their existence is 
driven by the institutional infrastructure that surrounds 
and maintains them and a continuing supply of children. 
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Occasionally, a charismatic leader will take the helm—a 
principal, superintendent, or school board member—and raise 
a vital idea around which the work of the schools for a 
time may be organized, but eventually the individual passes 
from the scene and the regularities reassert themselves as 
the de-facto driving force. David Tyack and Larry Cuban 
refer to these regularities as the "grammar" of schooling 
driven "...not so much by a conscious conservatism as... 
unexamined institutional habits and widespread cultural 
beliefs about what constitutes a "real school"." (2) 
Meanwhile, many a private school stands or falls in 
accordance with its faithfulness to the school's mission as 
understood by its board, funders, alumni, parents, and 
students. Such schools tend to have a vitality (whether or 
not they are progressive in their pedagogy) largely absent 
from public district schools. Unfortunately, tuition cost 
keeps these schools beyond the reach of middle and working 
class families, while cost and lack of information make 
them virtually unknown to the poor. 
Would it be possible to conceive a school within the 
public sector, which, like Beaver and other successful 
private schools, has a compelling mission and, unlike 
public district schools, relies for its institutional 
support, on strict adherence to its mission. That is to 
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say, as long as the school holds true to the mission, the 
support holds strong, but if it strays, the support fades 
and the school fade with it, and ultimately shuts down. 
Indeed such an arrangement exists with the two 
thousand+ public charter schools that have opened across 
the nation in most states. As public schools, they are 
tuition free and available to all, but by virtue of an 
individualistic charter obtain public support only insofar 
as they adhere to the terms of the charter. In this way, 
public charter schools thrive or fold. None carries on 
mechanically for long in the absence of a compelling 
mission, and all enjoy a fighting chance for institutional 
stability if not permanence because of their publicly 
funded nature. It has yet to be seen whether the charter 
school movement will hold true to this dynamic, or if, 
perhaps, vitality will give way to institutionalization and 
supports will become uncoupled from mission. The "grammar" 
may yet re-assert itself. 
Muncey and McQuillan's study of the Coalition of 
Essential Schools supports this finding insofar as the 
schools that were most successful in adopting the Ten 
Common Principles were startups and schools of choice, both 
of which closely link mission and institutional support. 
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Finding #3. Urban-industrial culture, as the 
primary shaping force in American schooling for the last 
150 years has worked against the viability of schools with 
a liberal pedagogy. In particular, industrial 
manufacturing, as it became the chief economic activity of 
the nation, defined the terms, the culture, and the goals 
not only of the work place, but virtually all social 
institutions including schools. The course of the 
infiltration of industrial manufacturing into the 
consciousness of the American mind is visible in the 
progression of the three schools of this study as they only 
partially succeeded in defying it. 
At the time of Alcott's Temple School in the 1830s 
America was still, principally a rural, farming society. 
Though the textile industry of New England was potent and 
spreading rapidly across the region, its influence, beyond 
the economic, was still largely unfelt. That is not to 
suggest that economic change is trivial, rather it is to 
say that its impact was not yet broad or profound enough as 
to essentially change the consciousness of the public at 
large, the ways they viewed their lives. But the impact 
was coming, like a tidal wave forming at sea, its arrival 
was imminent and unavoidable. Still, most Americans, it is 
reasonable to assume, lived life with the naive expectation 
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that no great cultural transformation was about to unfold 
even if the neighbor's daughter had moved to Lowell to work 
in the mill there, even if the availability of cotton goods 
was expanding as prices declined, even if the papers 
featured articles about the growth of cities. For most, 
life continued to center on the American small town, the 
farm, the family, the local church, town affairs and town 
gossip. 
In this cultural context, it was quite usual to speak 
of education in organic terms, terms drawn from the rituals 
and regularities of the peoples' chief economic activity: 
farming. The teacher "tended" his or her "flock." 
Students were "nurtured" by "good soil" and "grew strong." 
The teacher, the parent, the pupil "harvested" what they 
"sewed." Pupils grew toward the "light." Every bloom was 
different in a valued way. Children were sprouts and 
saplings and seedlings. Schooling involved pruning and 
weeding and cultivating. In this view of the world, 
children were a part of nature. The process that applied 
to plants and animals applied also to children. (So as not 
to over-romanticize this view, it should be noted that 
children with handicapping conditions were regularly 
* 
excluded, as were children of color, dismissed as "bad 
seed.") 
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It is not surprising that whsn Alcott encountered the 
Lancastrian and monitorial systems of education while doing 
some research for the Temple School, he rejected them out 
of hand. Their regimentation and rigidity, their 
mechanistic assumptions about the nature of human 
development defied not only the liberal impulse in Alcott's 
soul, it defied the organic, holistic, naturalistic view of 
a rural agricultural society. What it also presaged, 
though Alcott was too naive to recognize it, was the coming 
tidal wave of the industrial order which would transform 
society and human consciousness. 
Though Alcott's optimistic view of the essential 
goodness of the human soul may have been at odds with 
traditional Calvinism, his naturalistic view of children 
was commonplace. Thus, while his educational ideas abraded 
against certain religious thinking, they were wholly 
consistent with the worldview of a rural agrarian culture. 
In Quincy, we find a difference. Quincy of the 1870s 
was a community and a culture in the mainstream of the 
industrial revolution. New England industry was textiles, 
and local industry was stone cutting and shipbuilding. 
Connecting these and all other industries of the day was 
the railroad. The farm economy, though still integral to 
New England life was no longer the dominant economy, nor 
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did it represent the future-it failed even to represent the 
present. 
Across New England public schools were beginning to 
reflect the new industrial order. Schools were 
centralizing into districts. Superintendents were being 
hired to impose order. School schedules, subjects, and 
classrooms were becoming regimented into interlocking 
arrangements like the gears of a machine. Students became 
both raw material and-after the fastening on of knowledge- 
the manufactured good. With swelling immigration, policy 
makers were doubly eager to impose industry-like order on 
the schools, as historian Paula Fass has rightly explained, 
"...the social problem of immigration became the preeminent 
issue for the school. It was, in fact, a problem that the 
schools were in the best position to handle because they 
could offer both the experience of control which seemed 
necessary and because they based their appeal in the 
language of social opportunity to which immigrants and 
their children would respond." (3) 
It should come as no surprise that schooling was 
becoming thus transformed by elected school committee 
members, reflecting the industrial organization they 
admired and the "modern" ways of the businesses they led or 
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the factories they managed. New England's schools and New 
England's school leaders were replicating as fast as they 
could and with gusto the industrial revolution within their 
children's schools. 
In the midst of this headlong frenzy, Charles Francis 
Adams stood bewildered. He was a man very much in the 
mainstream of this revolution of industry. Having served 
for ten years as railroad commissioner for the state of 
Massachusetts, he was a leader of industry. He fully 
embraced the new economic circumstances into which the 
nation was moving, but Adams distinguished sharply between 
the ways of industry and the way of schooling. Unlike 
school committee members seemingly everywhere else, Adams 
was not eager to apply industrial methods and thinking to 
the local schools. In fact he railed against pupils who 
memorized facts "mechanically" and superintendents who ran 
schools "like a railroad." Adams longed for a return, no 
doubt to the sort of nurturing schooling experiences he 
himself had experienced at Boston Latin and Harvard 
College, an experience removed by only a few decades, but a 
world away from the encroachments of industry upon the 
public consciousness. It was a happy coincidence for Adams 
that Francis Parker came along when he did. Parker shared 
Adams' anti-industrial or, perhaps pre-industrial view of 
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schooling. Both Adams and Parker, in addition to their 
liberal convictions, shared a somewhat anachronistic view 
of schooling for their era. That they did allowed them to 
mold the schools significantly to the shape of their 
liberal and pre-industrial convictions. But upon their 
departure, the inevitable force of the industrial economy 
and culture gradually pulled the Quincy schools into its 
tight embrace. 
In Quincy in the 1870s, one might still find school 
leaders whose consciousness had been shaped by an agrarian, 
pre-industrial America. But by 1920, the year the Beaver 
Country Day School was founded, it was far less likely, at 
least in the industrial northeast. Unless a person had 
been raised as a hermit, he or she would have come of age 
in the closing decades of the nineteenth century in the 
full tide of an industrialized nation. Beaver then is 
significant because it represents the first generation of a 
liberal school conceived and enacted in an environment not 
only dominated by an industrial economy but peopled by 
individuals with an industrial consciousness. 
Whether the Beaver founders consciously recognized 
their work as a rejection of the industrial culture's 
intrusion into schooling is unclear. However, that they 
sought to restore liberal pedagogy to prominence in their 
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new school is. In fact, the record suggests that their 
understanding of the pedagogical legacy of which they were 
a part was thin. Even the Eight Year Study for all its 
academic prestige displays a striking disregard for the 
historical, economic, and ideological battles at the center 
of its work. Both Beaver and the Eight Year Study wanted 
strongly to represent themselves as modern despite the fact 
that the sort of education they stood for was opposed to so 
much of what the modern world represented. 
On a hopeful note, what these three case studies show 
is that while the power of the industrial economy became 
pervasive in American culture, a liberal pedagogy was able 
to adapt and thrive—at least for a time—in each era. 
Children might still be understood and loved for their 
idiosyncratic ways. Goodness might still be nurtured. And 
the ability of the developing mind to make its own sense of 
the world, to construct its own meaning, could still be 
respected. 
At the beginning of the current, 21st century, 
manufacturing industry no longer dominates the economy, 
having been in decline steadily for at least a half 
\ 
century, exported abroad. The economy is now driven by the 
production and distribution of information: 
Telecommunication giants, software producers, computer 
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technology companies. The other driving force of the 
economy is service: retail sales, food, hotels. Goods must 
still be manufactured, but the energy and focus of the 
American mind is elsewhere. 
And what will be the effect of this new 
information/service economy on American schooling? One 
thing at least is clear from our three case studies, and 
that is, the dominant economic mode will define the public 
consciousness and the public consciousness will define the 
schools. What sort of consciousness is the new economy 
generating? What sort of schools is the new public 
consciousness, in turn, creating? This is more a 
sociological question than an historical question, one we 
will not attempt to answer here; however, to begin to 
penetrate this question, we might take a lesson from our 
history and ask, what are the sorts of experiences that 
today's school committee members are having in their places 
of work that they regard as admirable or "modern" and which 
they would like to see introduced to or emphasized in the 
schools they are charged with overseeing? Also, to discern 
the ways in which today's bearers of the liberal torch are 
adapting to new circumstances, we might ask, who are the 
thoughtful skeptics among today's school committee members 
and school leaders? What are they cautioning against? 
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What alternate paths do they champion? How do they adapt 
certain elements of the new economy while carefully 
discriminating what is good for children and schools and 
what is not? 
Finding #4. Liberal schools have largely failed to 
expand their influence beyond the upper class. Liberal 
pedagogy has thrived among the upper class. The upper 
class, while enjoying the benefits of a liberal pedagogy 
have often failed to share its benefits with the middle and 
lower classes and failed to acknowledge or take action 
against the injustices inherent in reserving an 
intellectually powerful pedagogy for the already powerful. 
Alcott's school was reserved for the rich and well 
connected at a time when the learning facilities and 
resources available to most through the public system were 
by contemporary standards atrocious. The privileged 
Unitarians, as much as they preached about the goodness of 
the individual, did not feel compelled to draw out the 
goodness of Boston's poor with the same educational 
resources they showered on their own children. And, when 
Alcott skipped over the class issue and thrust himself into 
the heart of the era's racism, he was abandoned by the few 
remaining loyalists. 
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Similarly, the Beaver Country Day School, in its S3]rly 
decades eschewed any sort of outreach across line of class 
or race and readily accepted the counsel of at least one 
advisor that they should not be concerned about class 
exclusion. Quincy, on the other hand, provides an 
interesting contrast. Here were liberal ideals brought to 
the masses. The children of Italian stone cutters and 
Scandinavian ship building laborers had access to small 
classes and thoughtful pedagogy generally only available to 
the rich. Perhaps Charles Adams felt a sense of noblesse 
oblige or, perhaps, his egalitarian sensibility denied any 
distinction between himself and the working classes of 
Quincy. We know that Parker, himself of humble economic 
origin, did not associate a liberal pedagogy with wealth 
and class. Whatever the causes, the reality of Quincy's 
liberal pedagogy abundantly available to the poor and 
working classes is evidence for the practicability of 
bringing this powerful approach to education to all. 
Neither did its costs exceed the ability of Quincy's 
townspeople to pay, nor did its methods feel precious or 
not sufficiently practical to the town's voters. Indeed 
what Parker and Adams brought to Quincy was embraced not 
only by the local townspeople but more widely by schools 
across the region. 
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Though the elitism of liberal school practice is 
largely a function of exclusivity by the upper classes, the 
poor have also played a role in rejecting liberal schools. 
Particularly among working class parents, liberal pedagogy 
with its focus on internal motivation and the lifting of 
harsh disciplinary methods, represents a threat. The poor 
parents of poor children are themselves submerged in lives 
governed by the discipline and external sanctions of low 
wage jobs. It is natural that their expectations for their 
children's experience in school will be identical. What 
educator Paolo Freire observed among the peasants of Brazil 
half a century ago applies equally to oppressed classes 
everywhere: "...the oppressed, instead of striving for 
liberation, tend themselves to become oppressors, or "sub¬ 
oppressors." The very structure of their thought has been 
conditioned by the contradictions of the concrete, 
existential situation by which they were shaped. Their 
ideal is to be men; but for them, to be men is to be 
oppressors. This is their model of humanity."(4) It is 
therefore not surprising that liberal educators, such as 
Friedrich Froebel in Switzerland and Bronson Alcott in his 
early school work in Connecticut, are regularly criticized 
by the working classes for their "lax discipline." It is 
especially striking then that Francis Parker achieved the 
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success he did in the working class community of Quincy. 
That he succeeded there, suggests that the mentality of 
oppression can be broken in schools serving poorer 
communities. 
Similarly, it is no coincidence that liberal pedagogy 
has found particular favor among the wealthy. The Temple 
School and Beaver Country Day school fall into this 
category. Historian Arthur Powell's recent study of 
privilege within the American Prep school tradition 
highlights the emphasis placed on community, relationships 
and nurture in prep schools which stands in sharp contrast 
to the public system's relentless emphasis on order and 
control.(5) Upper class parents, free from the harsh 
discipline and external sanctions associated with low wage 
jobs, are ready to embrace a pedagogy for their children 
that promotes intrinsic motivation. 
What happened in Quincy so many years ago offers hope 
for liberal educators today. If a public system was able 
to surmount the barriers of cost, class, and public 
perception in the 1870s, perhaps the same may be 
accomplished today. Though the barriers are no doubt 
different (Parker's students did not have to pass a battery 
of state mandated, standardized exams), their scale is 
perhaps no greater than those faced by Parker and Adams. 
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$5. Successful schools must balance the 
tension between institutional permanence and educational 
performance. These three case studies suggest a tension 
between permanence and performance which is characteristic 
not only of liberal schools but all manner of schools and 
perhaps all organizations. It is a tension which must be 
continually balanced if an institution is to remain vital. 
Intensity of focus was the hallmark of the Temple School. 
Alcott's commitment to his work, his methods and the 
success of his methods for his students shines through 
brightly in all accounts of his life and his school. In 
all ways, the emphasis by both school master and pupils was 
on performance. All were expected to work with purity of 
heart, singularity of purpose, and diligence of hand and 
mind. Meanwhile, little attention was paid to the means by 
which such intensity and revolutionary focus might be 
sustained and spread to other institutions. In fact, even 
if the debacle of 1836-1837 had not visited Alcott's 
school, it is questionable how long Alcott and his pupils 
could have kept up such intensity. Alcott's later failure 
with his utopian Fruitlands community suggests others could 
not long suffer his ideological rigidity nor his personal 
drive. 
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With the Temple bchool we encounter a human phenomenon 
that was all about performance and as such did not last 
long. In contrast, consider the modern public district 
school. Absent leadership or mission or any personal 
charisma, here is an institution replicated thousands of 
times over across the United States which will carry on by 
sheer force of its institutionalized processes. As long as 
there are local children without realistic alternatives, 
the school will chug on. These forces are apparent in the 
Quincy case study. The Quincy Schools were there taking in 
students before the Adams brothers were elected to the 
School Committee and before Francis Parker was hired as 
superintendent. Likewise, after the departure of the 
Adamses and Parker, the school continued on. The district 
school represents an extreme of institutionalization, 
designed for permanence and an ability to function in the 
absence of intelligent leadership. 
It seems natural, when a school appears which is high 
performing that people want to do something to ensure that 
it continues to be high performing and that the secret of 
its high performance might become known and transferred 
elsewhere. This pattern is apparent in the case of Quincy 
where the education press codified Parker's accomplishments 
into a simple formula. Unfortunately, the compulsion to 
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somehow make permanent that which is excellent is often the 
force that makes it mediocre. There is, in the end, 
something slightly mysterious about the combination of 
human qualities and the social context that produce 
excellence in an organization. Inevitably, efforts to 
systematize, reduce to fundamentals, or formulize it fail 
to capture its essence because its essence is highly 
situational. Additionally, such efforts drive an 
organization in the opposite direction toward a kind of 
dead permanence. In a way organizations mirror the natural 
world. Life is dynamic and transitory. The only elements 
of the natural world that are permanent are also inert. 
Those life forms that turn to a permanent state—fossils, 
petrified trees—become inert in order to do so. So many 
institutions are fossils. 
Is high performance, then, a matter of luck? Partly, 
yes. But partly no because circumstances can be 
manipulated to enhance the possibility that excellence will 
arise. The plant will not grow on command, but the soil 
may be cultivated. What sort of policy environment would 
nurture excellence while warding off the encroachment of 
- systemization, formulization, and institutional 
fossilization. It would need to be a policy that first 
grants room for varied, idiosyncratic approaches, that 
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allows those approaches to proceed as long as they are high 
performing and then embraces the notion of ...well... death. 
That is, just as in the natural world when a thing no 
longer has life it dies, so in the world of schools and 
institutions, when a thing no longer has life, it should be 
allowed to die. The closing of a school that no longer 
possesses the sort of energy and charisma we admire in good 
schools is an occasion of sadness, but perhaps an event 
more attuned to natural processes and ultimately of better 
service to children, including the children in attendance, 
whose lives, though temporarily disrupted will be opened to 
different possibilities in a better school. 
Biodegradability is a fact of the biological world, 
increasingly a virtue in the world of manufactured goods, 
and should be embraced as a healthy part of the life cycle 
of organizations.(6) The charter school movement embraces 
biodegradability insofar as charters must be renewed every 
so many years based on the viability of the school. A 
school whose viability is in question is put on notice, a 
school judged no longer viable is closed. In fact, the 
word "viable" is a central term in the language of the 
Massachusetts charter renewal process and lies at the heart 
% 
of school success in general. 
216 
It is important to remember that the forces that 
shaped the American public school system are as Michael 
Katz has pointed out "...neither inevitable nor immutable. 
They may no longer even be appropriate." (7) 
Finding #6. Schooling for a democratic society 
necessarily includes two commitments:1) a commitment to 
inclusiveness, i.e., a commitment to include all children 
of the polity regardless of race, class, gender, or other 
forms of exclusion; 2) a commitment to a liberatory 
pedagogy, a pedagogy that helps students to think well and 
for themselves so that they may make up their own minds 
thoughtfully. For these combined commitments to have real 
democratic value, inclusion must go beyond the mixing of 
students from different backgrounds in the same school, for 
it is widely acknowledged the even when schools are 
integrated across race and class, poor and minority 
students and girls may be systematically excluded from the 
best courses. This is why democratic schooling necessarily 
includes a commitment to access to intellectually powerful 
learning by all students in all courses and programs. 
This study has focused on the elements of a liberatory 
pedagogy and looked at three schools that bore its imprint. 
Along the way, we have seen that the second, necessary 
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element has sometimes been absent from schools possessing 
the first. Nonetheless, the story of Quincy in the 1870s 
bears testimony to the real possibility of combining both 
elements, albeit imperfectly, in service of the American 
ideal. That the grandson of one of the signers of the 
Declaration of Independence should be responsible for this 
achievement is as much an inspiration as it is an 
affirmation that the liberal impulse in education is an 
essential part of, and a plausible hope for, schooling in a 
democratic society. 
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CHAPTER 8 
CLOSING 
This study has allowed us to examine the forces that 
have worked for and against the longevity of three specific 
schools. At the outset, this investigation was placed in 
the context of two broad questions: why does a liberal 
pedagogy fail to gain ascendancy in American schooling? And 
Why does a liberal pedagogy, despite its repeated failure 
to enter the mainstream, keep coming back at all? This 
short and rather limited study could not presume to offer 
answers to these big questions. Nonetheless, it gestures 
toward certain possibilities. 
Liberal Pedagogy in American Schooling 
Why does a liberal pedagogy fail to gain ascendancy? 
The most considerable factor suggested by this study is the 
urban industrial culture that has set the terms, the 
culture, and the goals of social institutions for the last 
% 
150 years. The notions of centralized, bureaucratic 
control and industrial production have been inimical to 
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thoughtful, liberal schools. A second more troublesome 
reason has to do quite likely with the failure of liberal 
schools themselves to reach out beyond the privileged class 
they serve. While the powerful have recognized and 
retained the benefits of a liberal pedagogy for their own 
progeny through private, tuition-based prep schools and a 
few elite, suburban public districts, the rest of America 
has been left to fend for itself. More study is needed of 
liberal schooling that succeeds in poor and working class 
communities. Are there patterns that may be discerned in 
their success? How might those patterns be turned to 
useful benefit in bringing intellectually powerful learning 
to more and more children? 
The second big question within which this study was 
framed at the outset is why does a liberal pedagogy, 
despite its repeated failure to enter the mainstream, keep 
coming back at all? Two reasons come to mind at the end of 
this work. The first reason is that liberal pedagogy never 
really goes away; it is safeguarded and passed on from 
generation to generation by the wealthy, only occasionally 
breaking out to a wider swath of the American polity. 
Again, further study is needed. What are the circumstances 
% 
that have allowed it to break out during certain historical 
periods? What are the forces that have forced it back? 
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Final Reflections 
Though this study grows from the two big questions 
stated above, its potential significance ramifies in 
several related directions. "So what?" Asks the good 
teacher of her student at the end of a research project. 
What relevance to schools, school founders, or historical 
study does this research project carry? What significance 
does it hold for schooling today? With it, we have looked 
closely at three case studies of what I term "the liberal 
impulse" in American schooling. So what? 
Ultimately, the significance of this study will be 
found in whatever use myself and others may make of it, 
in consonance with or apart from whatever gets said here. 
Nonetheless, it bears saying. The significance I find in 
this work, and which I hope others will take, operates at 
two levels: the practical and the theoretical. 
At the practical level is the work of school founders 
who, like Alcott, Parker, Adams, and those early Beaver 
School parents, seek to realize liberal schools. For them, 
this study offers some practical advice, some tentative 
do's and don'ts that transcend the historical moment. For 
example, if you wish to see your newly founded school 
survive and thrive over the long term, DO build 
institutional support, as did the Beaver founders who 
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established a board of trustees, an advisory board with 
powerful members, articles of incorporation with the state, 
and relationships with an array of influential institutions 
and persons. These ties gave the school staying power 
through hard periods. At the same time, DON'T build the 
reputation of a school on a single person as did Bronson 
Alcott, for when the winds begin to howl and the seas rise, 
the school will be as strong only as a single person. 
Another example of practical advice: If you wish a 
positive reputation for the school, DO tend to public 
opinion as Parker did by keeping per pupil spending to 
acceptable levels and resisting the marginalizing label of 
"new fangled." At the same time, DON'T unnecessarily fan 
the flames of opposition as Bronson Alcott did with his 
public conversations and books that veered onto the 
theological turf of the Boston clergy. 
It should be stressed, such advice is tentative only. 
Dos and Don'ts that calcify into firm lists will serve no 
one well. For example, tending public opinion may, under 
certain circumstances, undermine the very purpose of a 
school. Had Alcott not accepted an African American 
pupil, he would have struck from the historical record an 
important early incident of enlightened school leadership 
defying racism in American schooling. But admitting that 
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one student, probably cost Alcott his school. The merits 
of dos and don'ts must be weighed against short and long 
term consequences and the tension between strategies which 
enable a plan and principles that define a vision. In the 
end, the best practical advice for founders is to read the 
case studies and draw your own conclusions. 
At the theoretical level there are several directions 
that this study suggests. First, this study underscores 
the long tradition of progressive schools. While many 
scholars of progressive schooling focus, as they ought, on 
the twentieth century and the "Progressives," this study 
reminds us of the long tradition that twentieth century 
progressives were the heir to and for which contemporary 
liberal school founders are the legatees. There is a 
tradition here much deeper than the twentieth century and 
far richer than the nineteenth century conventions that 
still reign in many contemporary ( "traditional")schools. 
Second, this study helps to tease apart Liberal 
pedagogy from the murk of "progressive education." Roughly 
equivalent to Tyack's "pedagogical progressives," the 
definition of and etymology of liberal pedagogy offered 
here helps to make visible,the historical through line as 
well as illuminating the ways in which liberal pedagogy has 
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sometimes promoted end other times failed to extend 
democracy to education. 
Third, this work suggests a refuting of the popular 
nomenclature of "traditional" and "progressive" education. 
While these terms are relatively fixed in both the popular 
and scholarly lexicon, this investigation may at least 
alert us to the irony of the prevailing terminology. 
Progressive schools are the bearers of a long tradition. 
"Traditional" schools are largely the consequence of 
historical forces having little to do with learning. 
Fourth, this study offers some tentative historical 
support for the enabling policies of contemporary public 
charter schools. While the case for charter school statutes 
is frequently made with reference to contemporary social 
scientific claims, this study provides support from 
history. By showcasing the strength of schools that link 
mission and institutional support, it provides a further 
rationale for contemporary policies, like that, of most 
charter school statutes, that themselves seek to establish 
such linkages. 
Fifth, this study serves to remind us of the truth of 
Michael Katz1 memorable insight that the present system is 
neither inevitable nor immutable. (1) By seeing just how 
recent (relatively) the present system of district-based 
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public schools is and how the evolution of schools and 
school systems is continuous and responsive to many 
cultural forces, we may draw hope that whatever we see 
which is foolish or destructive will eventually pass, and 
that the possibility of creating something which is good is 
always present. 
Finally, those who believe in the intellectual power 
and democratic leverage that a liberal pedagogy provides, 
can draw courage. Even if liberal schools, organizations, 
and movements come and go, the historical record suggests 
strongly that these fragile, transient institutions 
faithfully pass the torch to the next generation who will 
then produce their own new schools, organizations, and 
movements that draw on what is best in the human heart and 
that place their final trust in the collective judgment of 
individuals as our best shot at a civil society. "We shall 
call true or good," says Richard Rorty, "whatever is the 
outcome of free discussion--that if we take care of 
political freedom, truth and goodness will take Care of 
themselves." (2) Inclusive schools founded on a liberal 
pedagogy are our best insurance against political tyranny 
and our best chance for political freedom. 
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